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ABSTRACT
DOCUMENTATION AND ANALYSIS OF THE STREET
ACADEMY SYSTEM OF SPRINGFIELD INC.
December 1976
Robert C. Henderson, B . A
. ,
University of Massachusetts
Directed by: Dean Norma Jean Anderson
This study provides two views of street academies.
The first is a comprehensive view of their characteristics,
operations, problems, and products based on an extensive
review and analysis of pertinent literature. The second
and primary view is an in-depth analysis of the major
components of the SASSI Prep model for the education of
high school dropouts.
These analyses are presented in an attempt to identify
the primary CO: tributing factors to the achievements of
street academies in general and SASSI Prep in particular,
so that the gains achieved by these institutions can be
consolidated and applied to other efforts to educate high
school dropouts.
The specific areas of focus of the study include the
organizational and administrative structures, curriculum
designs and instructional practices, student and
teacher
evaluation designs, school environment designs,
teacher
characteristics, and student characteristics of street
academies models generally and the SASSI Prep
model
specifically
.
The study concludes that many of the components of
most street academies and of SASSI Prep were highly effective
and applicable to public school settings.
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CHAPTER 1
INTRODUCTION
Let me sketch briefly for you a profile of the
average dropout. The dropout is a child just past
his sixteenth birthday who has average or slightly
below average intelligence, and is more likely to
be a boy than a girl. He is not achieving according
to his potential; he is not reading at grade level;
and academically he is in the lowest quarter of his
class. He is slightly overage for his grade place-
ment, having been held back once in the elementary
or junior high school grades. He has not been in
trouble with the law although he does take up an
inordinate amount of the administrator's time because
of discipline problems. He seldom participates in
extracurricular activities, feels rejected by the
school and his fellow classmates, and in turn rejects
himself. He is insecure in his school status,,
hostile toward others, and less respected by his
teachers because of his academic inadequacies. His
parents were school dropouts as were his older
brothers and sister. His friends are persons outside
of school, usually older dropouts. He says he is
quitting school because of a lack of interest but
he intends to get a high school diploma in some man-
ner because without it he can't 'get a job. He
strongly resents being called a dropout, knows tne
pitfalls that await him in the outside world, yet
believes that they can't be worse than those that
await him were he to remain in school. To.
a
great
extent he is a fugitive from failure, fleeing Kafka-
like into more failure.
The profile of a dropout sketched by Daniel Schrieher
is a morose and seemingly hopeless one. Yet, for
the more
than one million American high school students
who drop out
of school each year this profile accurately
describes
1
2critical elements of their reality. 2 Most of these
students are of low income families and are from ethnic
minorities.-^ Their destiny, according to Schrieher, is to be
propelled, by the factors which contributed to their early
failings, to the lowest eschelons of financial and social
4
stability.
It is generally agreed that the foundation of the
dropout phenomena is a complex mixture of personal, socio-
economic, and racial circumstances in addition to the fail-
ure of public schools to provide effective education and
services to these youth .
^
Charles Willie has stated that the
dropout problem is merely a symptom of greater societal and
institutional ills to the extent that: "To focus only on the
deprived child without considering also the social system
which alienates him and contributes to his deprivation may not
solve even half of the problem and certainly not the whole."
In 1961 a vigorous national campaign to hold dropouts
in school was launched by the Department of Health, Education,
and Welfare. Its vehicle was funds for compensatory education,
teacher training, and other programs to strengthen the nation’s
schools. However, by 1970 the number of students dropping
7
out of school before graduation rose to 2.8 million.
And,
by 1972 the plague of dropping out had begun to
substantially
where the quality of education waseffect suburban areas
3significantly better than in urban areas.
The voluminous data amassed to document the condition
of the urban disadvantaged and the contributing factors to
and generally resulting circumstances of dropping out have
shed a gloomy but necessary light on this educational morass.
The remaining question, however, is what can we do that will
have a positive impact on this problem. The net effect of
the millions of dollars spent on programs, teacher training,
and materials for the urban disadvantaged has been to ac-
cording to Charles Silberman, "...produce innumerable changes,
yet the schools themselves are largely unchanged." In
agreement with Silberman’ s conclusion, Michael Katz claims
that compensatory education programs have done little more
than to add, "new wrinkles to a bureaucracy designed to per-
10
petuate itsel ."
It is not this writer's contention that all previous
attempts at educational innovation have gone for nothing.
The purpose of the preceding paragraphs is simply to indicate
that an active search for effective alternatives in resolving
the educational problems of the urban disadvantaged
and
others must continue. There is no mystery about why
this
nation has achieved incredible technological triumphs
yet
continues to struggle with human needs. Technological
prob-
lems are approached scientifically. They
are researched
4thoroughly, the best thinking of experts is applied, a
systematic approach is developed, and each step of the process
is monitored closely to ascertain its effectiveness. In the
area of human development, by contrast, our assumptions and
theories are often incomplete, research is often neglected,
expert opinion is not consulted, and plans of action and
evaluation are often sloppily organized and implemented. As
long as this situation prevails in program development, the
classroom, the counselling office and so on, it is absurd for
us to expect meaningful progress. The crisis proportions of
the problems which confront educators preclude the neglect
of any alternative which demonstrates potential to effectively
impact on the problems of the urban disadvantaged. Such is
the case of street academies.
Street opademies represent an alternative model, many
elements of which have great potential for both the education
of dropouts and the modification of models for urban and
suburban public education. Yet, the documentation of street
academy experiments is cursory at best. Little is known
about the structure, methods, curricula, staff development,
and administration of street academies. Consequently,
with
the death of the great majority of street academies, our
ability to exploit their potential for purposes of
rethinking
urban education and developing more needs-responsive
models
5is decreased. It is the purpose of this dissertation to
document and analyze the academic model developed and used
by the Street Academy System of Springfield Incorporated
Preparatory School (SASSI PREP) in order that its potential
to contribute to the ongoing search for effective alter-
natives may be realized.
A Profile Of Street Academies
It is indeed ironic that among the most successful
programs in reaching, educating, and providing a means to
further achievement for dropouts has also been among the most
under-funded and staffed, highly perishable, poorly organized,
and poorly housed educational programs. Despite these hand-
icaps street academies have demonstrated, in the words of
Charles Silberman, ..."that 'uneducable' dropouts are highly
11
educable." Silberman continues:
They (street academies) are showing that alienated,
hostile, bitter, semiliterate or illiterate young
people who have been living off of the streets can
become articulate, sensitive, highly motivated learners
that many of them not only can finish high school but
can go on to college. 1 ^
During the mid-sixties street academies proliferated in
urban areas throughout the country. The National Urban
League Street Academy Program, Harlem Preparatory
School, the
Satellite Academy Program, and the Christian Action
Ministry
stand out as some of the more significant and
successful
6experiments of this kind. These programs were developed in
response to the staggering inner-city dropout rate, especially
among minorities, and to the paucity of qualitative alter-
natives for them to pursue.
The common objective of these street academies was to
transform dropouts into academy graduates who could success-
full y compete in the job market and/or in college. Their
target was the millions of dropouts in inner-cities nation-
wide. Their primary motivation was an absolute belief in the
ability of these system castoffs to increase personal, edu-
cational, and social achievement despite their earlier fail-
ings. Their program usually began with an inadequate store
front building, a small group of underpaid but dedicated
teachers and community volunteers, and a derth of instructional
materials
.
Street academies were generally characterized by the
following attributes:
(l) Close ties to the community. Street academies
were usually located in or close to the neighborhood of their
clients. They frequently conducted service projects for the
community and sought to draw assistance and support from it.
Also, one of the key staff members of most academies, the
street worker (also called an outreach worker) whose primary
function was to recruit and orient students, usually came
7from the area the academy sought to serve.
(2) Belief in the students. Street academies were
founded on the belief in the capacity of their students
personally, academically, and socially, despite their earlier
failings. It was a common practice among street academies to
emphasize the strengths of students as a means of overcoming
limitations and obstacles. The pedogogical assumption here
was that strength must be built on strength and not on
weakness
.
( 3 ) Learning emphasis. Street academies aimed at
facilitating learning on the part of all students, not simply
those who were talented or had the academic skills. The cur-
riculum of street academies integrated basic skill develop-
ment with more sophisticated studies of popular and immediate
interest to students (e.g. black literature; revolution and
social change; black history). As distinct from some free
schools who have advocated living and learning by random
experience and who have been described by Johnathan Kozol as,
"dangerous and disheartening phenomenons, street academies
have directly confronted the need for their students to master
academic skills as a prerequisite to survival in the real
world^
(4) Clear, attainable objectives. Street academies
were often developed on a three tier basis: (l) the
street
8academy; ( 2 ) the academy of transition; ( 3 ) and the college/
job training preparatory program. The students' progress
from one tier to another had no time constraints. Students
could enter a higher tier as soon as their skills and per-
formance indicated mastery of the lower tier's requirements.
Graduation could also be negotiated at a student individually
determined pace. Street academy students usually had only
to pass the high school equivalency examination and/or be
accepted to a college or job training program in order to
graduate
.
(5) Smallness and flexibility. Street academies were
usually very small (from $0 to 200 students) . This size
often facilitated a closeness somewhat familial in character.
Lines of communication between administrators, teachers, and
students were more open than in the traditional school setting.
Students often knew their instructors as friends as well as
teachers. Small size also facilitated greater responsiveness
to the learning needs and personal problems of the students.
These characteristics greatly contributed to the suc-
cess of street academies depsite their generally loose
organizational structures, inconsistent funding, and lack
^ 14of resources.
A Sample of the Product
That street academies had an impact is apparent
when
9one surveys a sample of the results they achieved. At the
Benjamin Franklin Urban League Street Academy, 8l% of the
1970 graduating class went on to further educational training
1
5
with 16$ of that number working part-time as well. The
New York Urban League Street Academy produced 921 graduates
from 1965 to 1971 » with 421 of them entering college and the
1
6
other acquiring jobs. The Flint Urban League Street
Academy graduated 22 of its total enrollment of 45. during
17
1972, with all 22 graduates entering college. Harlem
Preparatory School, a time proven champion among street
academies, graduated 28 students during its first year of
v 18
operation (
1
967 ) with all 28 entering college. Since its
initial year of operation, hundreds of high school dropouts
have matriculated at colleges and universities from Harlem
Prep
.
These examples represent a small sample of the results
achieved by street academies throughout the nation. They do,
however, serve to indicate the effectiveness of the street
academy model in reaching and educating the hitherto edu-
cationally disenfranchised dropout.
The Future of Street Academies
From the beginning, the future of street academies was
uncertain. Dependent primarily upon private and limited
federal funding sources, it was difficult for street
academies
10
to predict their survival from one year to the next. Many
street academies actively sought incorporation into the
public school system as a means of assuring their continu-
ation. The National Urban League Street Academy Program,
for example, had as one of its highest priorities, school
system incorporation. This goal was achieved in some cases.
Other street academies, such as Harlem Prep, feared that
school system incorporation would force damaging restraints
19
on the program or violate its "ghetto integrity." Ulti-
mately, Harlem Prep had no choice but to become a part of
the New York City School System or perish. It is now a
public school. Unfortunately, most street academies were
forced to terminate their programs before any consistent
source of funds could be found.
Although, to the knowledge of this writer, there exists
no exact listing of the number of street academies currently
in operation, nor any listing of the number of street
academies which have operated in the past, it can be stated
with unfortunate confidence that most street academies have
terminated with no prospects for rebirth. Alan Grauoard has
written that most alternative schools have an average life
20
span of from four to eighteen months. This certainly seems
to have been the case with many street academies as well.
11
The Problem
In the city of Springfield, Massachusetts, during the
1969-70 school year, 705 students dropped out at the high
21
school level. ' During an average year, 19$ of the students
<imi -rnrnmI
in the Springfield Public School System dropped out prior to
graduation. The largest percentage of this 19$ are minority
students including 26$ of all black students in the system
22
and 45$ of all Puerto Rican students in the system. Also,
at that time, all efforts by the school system to reach and
teach dropouts were aimed at holding them in school.
During 1969 and 1970 a small, energetic, and dedicated
group of Springfield high school dropouts, parents, community
organizers, and students from the University of Massachusetts,
led by William H. Smith, had been working to create an edu-
cational alternative for Springfield area dropouts which would
provide a new avenue for their educational development. On
June 23, 1970, the Street Academy System of Springfield
Incorporated (SASSI) was established. Its purpose as filed
under the Articles of Incorporation was:
To establish and maintain a System of Street Academies
and a Preparatory School for high school dropouts
in
Springfield, Massachusetts.
To provide facilities, personnel, and funds in
order
to conduct studies, surveys, and programs
which will
achieve the goals of the Corporation.^
SASSI operated for four years, closing in July,
1 97 3
»
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due to its inability to obtain sufficient funds to continue
operation. At its peak, SASSI was a multi-faceted "public
service corporation." Its sphere of public service involve-
ment included the following major activities:
A. SASSI Street Academy.. This short-lived component
of SASSI (6 months) was aimed at providing educational
services to dropouts whose reading and mathematics skills
were below the ninth grade level. Students who graduated
from the street academy, entered the SASSI Preparatory School
(SASSI Prep) . The street academy component of SASSI was
unable to remain open due to lack of funds.
B. SASSI Prep. This was the major academic component
of SASSI. Its objective was to prepare high school dropouts
with a minimum of ninth grade reading skills for college
entry or enrollment in job training programs. Its curriculum
included courses in the arts, total theater, sciences, social
sciences, basic skill areas, and a wide variety of electives.
C. SASSI Communications Training Program. This pro-
gram offered job training courses and practicums with profes-
sionals from journalism, graphics, video-production, photog-
raphy, MTSC operation, and typing.
D. The Springfield Area Life and Times (SALT). SALT
was an issue-oriented, bi-weekly professional newspaper
produced by professional journalists on the SASSI staff. It
13
functioned as a service to the Springfield community, a
training vehicle for SASSI students, and source of revenue
for the total program.
E. SASSI Video Clinic. The Clinic was a complete
video production studio which provided training in the
various aspects of video production to SASSI students. It
also developed television programs for the closed circuit
television cable in the Riverview Housing Project, using
Riverview residents' ideas and talents for program content
and SASSI students as production technicians.
F. SASSI Teacher Training Program. This program pro-
vided inservice teacher training to regular teachers in the
Springfield Public School System.
G. SASSI Lancastrian Program. Named in honor of
Lancaster, the English educator who designed the Massachusetts
Public School System, the Lancastrian Program provided op-
portunities for SASSI students with specific areas of ex-
pertise to teach courses on a part-time basis and to be paid.
During the three and one half year tenure of this
writer at SASSI, he served as a Social Science Instructor,
Director of College Placement, Assistant Director of the
academic program, Director of the academic program, Assistant
Headmaster, and Faculty Representative to the Board of
Directors
.
14
Focus of the Dissertation
The dissertation: Documentation and Analysis of the
Street Academy System of Springfield, Incorporated Prenar -
_atory School , is limited to the structure, curriculum, and
administration of SASSI Preparatory School. The other com-
ponents of SASSI will only he referred to as they relate to
the academic component.
The data sources to be used in the analysis of the
program are:
(1) SASSI student application forms
(2) SASSI student profile
(3) SASSI course evaluation forms
(4) SASSI course descriptions
(5) SASSI student examinations and papers
(6) SASSI staff working papers
(7) A Follow-Up Study of a Residual Educational
System: SASSI Prep, by John Dolven, Smith
College School of Social Work, 1972
(8) The SASSI HIP Book
Limitations of the Study
It should be clearly noted that the study itself has
limitations which may influence its conclusions.
(l) Because of the direct and intimate involvement of
this writer with the program, from its beginning to its end,
attempts at objectivity will undoubtedly be influenced by
15
familiarity
.
(2) This study is being conducted nearly three years
after the termination of the project. Although this fact
may have some advantages, i.e., the passage of time of-
fering greater objectivity, it' will no doubt also impose
some hindrances, the primary one being the unavailability of
former students and staff for interviews.
( 3 ) While some of the program's student files are in
tact and in this writer's possession, vandalism and theft
during the program's operation has damaged that data to some
degree
.
(4) Because of the derth of literature and other
analyses on the subject of street academies, this writer can-
not rely on the conclusions, perspectives, analytic methods
and guidelines developed by others.
Significance of the Study
This study has value to the educational community for
several reasons:
(l) Because of the paucity of detailed literature on
street academies, a sophisticated analysis of the elements
of a successful academy would identify effective practices
and models hitherto little explored. If street academies
become extinct without having the lessons we learned
from them understood, the benefit of their legacy
will never
16
be realized by future educators or disadvantaged students.
(2) This analysis may serve as foundation literature
for other analyses.
(3) This study will attempt to consolidate not only
the elements of SASSI Prep but- a detailed summary of all
previously written literature on street academies.
Definition of Terms
Alternative schools come in a great number of varieties.
In 1973, the National Alternative Schools Program, including
this writer, visited and surveyed over 500 alternative schools
throughout the country. The kinds of programs they identified
varied so greatly, however, that they were unable to develop
a comprehensive definition which satisfied them. This dis-
sertation deals exclusively with one kind of alternative
school: street academies. This writer defines street academies
as private urban storefront, or similarly located, learning
centers for the education of inner-city high school dropouts.
CHAPTER II
Review of the Literature
Unlike areas where literature is plentiful and numerous
"experts" have delineated definitive conclusions regarding
various aspects of a problem, literature on street academies
is not only limited, but far more descriptive than analytic.
The schools of thought in areas pertaining to street acad-
emies, their model components, pedagogy, structure, and ef-
fective practices are clearly in the incipient stages of de-
velopment. There does not even exist a volume of readings
concerning street academies.
With no obvious starting point, this writer decided to
attempt to identify all of the current literature on street
academies, and to review as much of that literature as pos-
sible. The literature was found primarily in four categories:
l) a small number of articles and sections of books; 2) var-
ious program evaluations, most of which are more descriptive
than conclusive; 3 ) numerous program descriptions; 4) and a
small number of dissertations. In this chapter, the articles,
books, and dissertations pertinent to street academies will
be
reviewed. The program evaluations identified will be re-
viewed in Chapter 3. due to the difference in their
structure
18
and content
.
Daniel Levine's article, "Educating Alienated Inner
City Youth: Lessons From Street Academies," was one of the
most enlightening analyses of street academies encountered by
this writer. There Levine provides both a brief historical
sketch of street academies, the clients they serve and a
three part analysis of the contributing factors to the suc-
cess of street academies.
Part one of his analysis consists of an enumeration of
the primary characteristics of street academies based on site
visits, interviews, and program descriptions. Levine suggests
that those characteristics are: l) street academies developed
and maintained close ties with the community they served; 2)
street academies had clear, obtainable objectives; 3 ) "the
learning acti 1 Ities of street academies were meaningful to
students; 4) street academies were small and therefore more
flexible in dealing with individual student's needs.
Part two suggests that the streetworker, whose respon-
sibility it was to identify and enroll the dropout, was a
key factor in the success of academies. Most streetworkers
come from the community served by the street academy and
Levine suggests that the familiarity of street workers with
the people they recruited enhanced the credibility of the
program significantly.
19
In the third part of his analysis, Levine speculates
about what he considers the most significant contributing
factor to academies' effectiveness, its teachers. Levine
claims that street academies attracted unusually dedicated
and skilled instructional staff. He further states that
their firm belief in the ability of the students they taught
to achieve greatly enhanced the student's self-concept and
24
motivation
.
Many of Levine's conclusions were corroborated by other
educators who published their observations of street acad-
emies. Joseph Featherstone
,
in his book, Schools Where
Children Learn , wrote about his observation of street acad-
emies: "There were no laissez-faire teachers: good ones
preached, made demands, and seemed to indicate that learning
2 5
was serious business." Featherstone observed that street
academies combined an effective combination of basic skills
development, sophisticated academic ’ inquiry , (e.g. poetry,
literature, history), and study which focused on the lives
and circumstances of the students themselves. He noted that
the academies were an area of philosophical debate on life-
styles, religion, and ideologies which enhanced their aura
of excitement.
Featherstone also made some observations about the
similarities and differences of street academies and
public
20
schools. He suggested that because street academies v/ere
attempting to teach students how to beat the system, they
were forced to make tremendous concessions to it. He pointed
to the conventionality of instructional methods and the
emphasis on college entry to rationalize that assertion. He
also stated that street academies operated like public
schools were "supposed" to operate, which makes the failure
of public schools that much worse.
Charles Silberman in his book, Crisis In the Classroom
,
suggested that the demonstrated effectiveness of street
academies is "ample proof that schools can substantially re-
duce the disparity in academic achievement between lower
26
class and middle class youngsters." Silberman concurred
with Levine's belief that a large part of the success of
street academies can be attributed to the unusual dedication
of their staff. He also stated that the academies' freedom
to devise curricula which meets the -students where they are,
provides them with a more sound basis for the education of
the students. The key ingredient, however, is the belief on
the part of the instructional staff that the students can
learn. Silberman states, "The self fulfilling prophecy works
27
in a positive as well as negative direction."
Aside from standing in basic agreement with the afore-
mentioned educators, William C. Nelsen addresses the critical
21
issue of institutionalization in his article, "The Store-
front School." Nelsen maintains that street academies must
have an impact on public school systems if they are to be of
real benefit to black students, most of whom remain in those
systems. He criticizes academy programs for their generally
poor organizational structure warning that such sloppiness
may prevent them from having the desired impact. Further, he
warns that the absence of a long range funding strategy, a
poorly developed philosophy of educational change, and poorly
developed relationships with public school systems may be the
28
demise of street academies.
Unfortunately, Nelsen proved to be more of a prophet
than he would have liked. It was precisely the inability of
many academies to deal with these considerations which led to
their demise.
In a position paper entitled, "A Comprehensive Analysis
of the National Urban League Street Academy Program," written
by this author, similar problems were found. The National
Urban League Street Academy Program was a nation-wide system
of street academies. Most of the schools in the program
were
very effective in reaching and educating dropouts, however,
almost without exception, the programs had difficulty con-
solidating their organizational structure. As a result,
this
writer found that basic statistics such as the numoer
of
22
students served in a year were not recorded. For the most
part, records of street academies were usually very in-
complete. This glaring absence reflected the general quality
of administration throughout the program. This systemic in-
adequacy resulted in the termination of some of the acad-
29
emies.
Another educator also questioned the potential for
position impact on black youth of street academies. Eugene
Perkins, a Pan Afrikanist educator, in his article, "The
Need for Pan Afrikanist Alternative To The Street Institution,
suggested that the current objectives of street academies may
be self-defeating for black youth. Perkins stated that black
youth are oriented to the consequence of American values in
the streets of ghettos. He further stated that to teach
black youth t-. master that set of values to "beat the system"
would not promote mental health or "adulthood." Perkin's
alternative was a curriculum which is organized around Pan
Afrikan concepts of social traditions and family. Such a cur
riculum would provide an alternative social orientation and
30
value system in addition to education for black youth.
Aase Erickson and Judith Messina in a position paper
they wrote entitled, "The Consequences of Implementing an
Alternative School; Toward a Theoretic Framework for In-
vestigating Problems," attempted to apply an anthropological
23
framework to the explanation of human relations in the
process of developing an alternative school. Erickson and
Messina claimed that problems relating to the development,
implementation, and operation of the West Philadelphia
Community Free School had their roots in a violation of the
communities’ territorial imperative. According to the
anthropological framework they applied, the community board's
behavior suggested that decisions about pedagogical practices
would not be made on the basis of education theory etc., but
on the basis of the community board's need to retain control
of the operations . J
Frankly, this writer found Erickson and Messina's
treatment of this case study confusing and superficial. The
notion of applying an anthropological framework to the problems
of an Altema ive School is an interesting one, however, in-
adequate information was given for this writer to understand
how Erickson and Messina reached their conclusions.
Nicholous Mills has also provided an analytic framework
from which street academies can be viewed. In his article,
"Free Versus Directed Schools! Benefits for the Disadvantaged. ,
Mills offered a brief comparative analysis of twelve educational
alternatives, including two street academies, which ranged
from the highly disciplined Bereiter-Engleman Pre-School to
the anti-structure First Free School. Other schools noted
in tne
24
study are the Amidon Elementary School, the Institute for
Developmental Studies, the Perry Pre-School Project, the
African Free School, the Montessori Program for the Dis-
advantaged, the English in Every Classroom Program, the New
Jersey Maxey Boys Training School, the Free Schools of Prince
Edward County, Harlem Preparatory School, the Christian Action
Ministry Academy Program, and the Pennsylvania Advancement
School
.
The object of his analysis was to correlate the bene-
fits of alternative models with degrees of structure in the
schools. Harlem Preparatory School is described by Mills as
an excellent combination of a high degree of student freedom
and responsibility and a highly disciplined curriculum. The
CAM Street Academy bears some resemblance to Harlem Prep with
a high degree of structure in its program. Mills concluded
that some educational models are designed by pedagogical
idealogies which are more eager to follow a fashion than de-
sign a needs -responsive educational model. He contends that
most situations will require a balance of emphasis and that,
in any case, each component of a model should be looked at
32
individually for what it is suppose to accomplish.
The Development of an Alternative Schoo l; Harlem Prep.
,
a doctoral dissertation written by Edward Carpenter, Head-
master of Harlem Preparatory School, was one of the two
25
dissertations on street academies identified by this writer.
Harlem Prep is, in the opinion of this writer, the most
sophisticated and successful street academy for education of
high school dropouts ever created. In its first five years
of operation it produced 466 graduates, many of whom com-
pleted their undergraduate training and returned to the
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school to become teachers. Also, it has survived severe
repeated funding crises and has continued to operate and grow
since 1968.
The foundation of the school's success, as described by
Carpenter, is identical to that of other academies. Harlem
Prep created an educational program which actualized its
34
belief in the students' ability to achieve. It had an
instructional and administrative staff which was committed
to the school to the extent that they worked for wages well
below the standard New York City rate and were willing to
endure several periods when no money was available for salary
payment
.
^
The key to the school's longevity is the sophistication
of its administrative operations. As Headmaster, Carpenter
was able to develop comprehensive systems for the management
3^
of the program's educational, community, and business affairs.
This high degree of organizational consolidation provided
the
cohesion necessary for the school to withstand a variety
of
crises
.
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•5ASSI ; An Alternative for Inner -City Education , by
William H. Smith, its Headmaster and Co-Founder, is another
dissertation on a street academy. In the dissertation,
Smith provides a comprehensive overview of the SASSI Public
Service Corporation, a multi-faceted educational and public
service agency, and an excellent description of the early
developments of SASSI. His description of the SASSI phil-
osophy again illustrates the basic equation of street acad-
emy success: belief in students.
Its (SASSI 1 s) philosophy was, and is, simple:
EVERYBODY IS A STAR. In a society whose philosophy
regarding human beings is, for the most part, 'a
sinner till saved 1
,
the idea, 'everybody is a star 1
,
or the notion that man is essentially whole, is
quite different.
The philosophy articulated by William Smith was shared
by most street academies and was a major factor in the
equation of their success in educating high school dropouts.
As the literature indicates, street academies were able to
develop supportive and challenging educational environments
which met students where they were, educationally, and pro-
vided three-step ladders to their goals of high school
equivalency diplomas, jobs, and college. The foundation of
street academy success, however, was the intuitive assumption
of street academy educators that students would respond to
the level of teacher expectations, a principle demonstrated
by Rosenthal and Jacobson in their book, Pygmalion In The
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Classroom .
The literature reviewed here offers a cursory over-
view of street academies but does not provide any detailed
information regarding their methods of dropout education,
problems they encountered, or specific learning outcomes of
students. Chapter III will review a series of street acad-
emy evaluations and case studies which will provide a com-
prehensive view of the operational, process and products of
several street academies.
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CHAPTER III
Case Studies on Street Academies
A great deal of the literature on street academies
exists in the form of program evaluations. Typically, these
evaluations come in three varieties. The first focuses on
the street academy model as a potential affiliate to the
public school system. A small number of school systems in
the United States have conducted evaluations of street acad-
emies to ascertain their effectiveness and to investigate the
feasibility of incorporating these programs into the public
system. The second and most prevalent kind of evaluation was
the street academies' assessment of themselves. These eval-
uations were usually contracted to private research and
evaluation agencies to provide the program or its funders
with information regarding the program’s operation. The third
is a series of organizational and student outcome assessment
case studies done on street academies. What follows is a
comprehensive review of these three kinds of evaluations of
street academies and their components.
Elyse Fleming headed a team of evaluators sponsored by
several Cleveland foundations which conducted a comprehensive
evaluation of three Cleveland educational alternative pro-
The book resulted from this study entitled, A Reviewgrams
.
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of Three Alternative Schools in Greater Cleveland ;
Prac bices and F e as ibil i tv I ssues . The primary
purposes of the study were twofold, first, the study sought
to identify effective instructional practices and program
strategies; second, the study sought to ascertain the
feasibility of incorporating some of those practices and
strategies into the Greater Cleveland Public School System.
The targets of the study were the Cleveland Urban Learning
Community, the United Independent Schools of East Cleveland,
and the Urban League Street Academy of Cleveland. Each
school was analyzed independently via student and staff in-
terviews, classroom observations, document and records
analysis and so forth. The analysis of the Urban League
Street Academy, which served high school dropouts, most of
whom were black, provides an incisive and comprehensive view
of the workings of an academy.
The philosophy of the Cleveland Urban League Street
Academy was characterized by the analysts as "progressive."
It was founded on the Academy’s belief in the ability of the
student to increase social and academic achievement. The
analysts reported that the academy sought to achieve students'
commitment and achievement by appealing to their dignity and
providing a mature school climate which supported the
students' assumption of responsibility for their education.
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They further noted that the academy sought to actualize this
philosophy through a "conventional” curriculum. 39 They did
not see the two as mutually exclusive
,
moreover the analysts
reported that the academy had achieved a comfortable balance.
The "conventional" curriculum the analysts discuss was
composed of courses in reading improvement, mathematics,
science, history, and literature. Although course content
was composed of standard high school material, it was noted
that some students felt the material was too sophisticated.
A significant percentage of the material was beyond the read-
. 40ing level of the students.
The instructional methods used were a balance of team
teaching, individualized instruction, and traditional class-
room instruction. Continuity of instruction was difficult
to maintain, however, because of the high rate of staff turn-
41
over, due to periodic budget crises. The students attending
the academy reported that, although 'some of the material was
too difficult for them, they generally felt a much greater
confidence in their academic abilities.
The achievements of the academy were significant. From
1972 to 1974 the academy graduated 110 students. Of that
number, 29 are currently enrolled in college, 11 are awaiting
acceptance notice, 42 are employed, 7 are in the military, 11
42
are housewives, and only 10 are unaccounted for.
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In their conclusion, the analysts listed a number of
promising practices and limitations which their data sub-
stantiated. Among the promising practices were:
c—* «<» 1 • Very positive climate in the academy with a
high degree of student-teacher rapport;
2. A high level of staff commitment despite the
financial uncertainty of the program;
3* Student evaluation practices allow for individual
rates of development;
4. Entire staff of the academy is involved in the
student guidance program;
5. Shared decision making processes effectively
involved both staff and students;
6 . The academy was highly responsive to the needs
of the individual student;
7 . Teachers were free to use innovative instructional
methods;
8 . Parents were involved and committed to the academy;
9 . Administrative policies of the academy tend to
promote a sense of mutual support between teachers
and administrators, and a reduction of tensions
43
among students;
Among the limitations cited by the analysts, the fol-
lowing points were mentioned:
32
1* Financial uncertainty created an atmosphere of
stress and anxiety and detracted from curriculum
planning time;
,
2. The academy's facilities and materials were in-
adequate for program needs;
3. Some curriculum areas (physical education, art,
science, and vocational education) did not receive
proper emphasis;
4. Reading techniques with the different disciplines
need refinement;
5 . Staff requires assistance to operationalize the
curriculum;
6. Child care services were needed;
7. Psychological consultation was needed for some
students;
8. Student evaluation procedures required refinement
in order to effectively support the individual-
ization of instruction;
9. Student mastery levels were insufficiently defined;
The analysts concluded that given the academy's
operating circumstances, its achievements were remarkable.
However, they clearly indicated areas in which further de-
velopment and training were necessary. The academy was in-
corporated into the Cleveland Public School System.
44
33
The New York State Department of Education also
conducted an analysis of alternative programs entitled,
Providing^ Optional Learning Environments in New York State
Schools . In contrast to the Cleveland study of 421 pages,
the New York study is a brief 23 pages. The purpose of the
study was to look at the possibility of using the various
alternatives, including street academies, as a springboard
for the development of state supported programs. Tho study
reported that many of these programs could house career
education, art and music, vocational education, and programs
45for the gifted and talented. It is interesting to note that
New York City has incorporated several street academy programs
into the public system including Harlem Prep and the Urban
League Street Academies.
As previously mentioned, evaluations of street acad-
emies for developmental and/or funding report purposes are
greater in number and in variety. In some cases, this writer
has managed to identify sequential evaluations of a single
institution. This provides us with a more comprehensive view
of the achievements and failings of street academy models.
Such is the case of the Benjamin Franklin Urban League Street
Academy. Founded in 1963 after a study, conducted by the
Benjamin Franklin High School which reported thac it was losing
over one thousand students a year, the Benjamin Franklin Urban
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League Street Academy (hereafter referred to as BFSA) was
a joint effort of the high school and the New York Urban
46League. BFSA was evaluated each year from 1968 through
1972. Consequently, we may see several views of the oper-
ation of the BFSA model.
BFSA was created for the purpose of identifying drop-
outs and potential dropouts of Benjamin Franklin High School
and helping them develop their academic skills in order to
pursue further education, job training, or employment. The
1968 report entitled, The Ben.iamin Franklin High School Urban
League Street Academies Program. Evaluation of ESEA Title I
Projects in New York Citv . was written by Michael Guerriero.
The report indicates that the program was structured on
three levels: l) the street academy or intake center; 2 ) the
academy of transition; 3 ) the college preparatory academy.
All of the information cited here refers exclusively to the
street academy level. BFSA had a total staff of six includ-
ing one administrator, two street workers, and three in-
structional staff. The program served up to three hundred
students during the academic year . Exact figures regarding
the number of students served are impossible to ascertain due
4?
to the conspicuous absence of any formal record Keeping.
BFSA focused on the development of basic skills and the
reorientation of its students toward academic achievement.
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The curriculum was "conventional" except that it included
black studies offerings. The instructional methods employed
by the faculty ranged from the traditional classroom format
to intense individual instruction provided to students by
both staff members and other students.
The student population was primarily black, between the
ages of 16 and 21 years, and without exception high school
dropouts. Some students were offered a $38.00, per week,
stipend from the Neighborhood Youth Corps in exchange for
negotiated services. This was seen as a major benefit for
the recipients. It should be noted, however, that most
students attended the academy without the benefit of a
stipend
.
The building in which the program was housed was a con-
demned structure with a "sagging ceiling and spongy floors."
Despite continuous attempts to secure better quarters and to
repair the existing facilities, the -program facilities re-
mained inadequate.
During its first year of operation, BFSA produced
fifteen graduates all of whom went on to the next level of
training, the academy of transition. Perhaps more important,
however, was the finding that the attitudes of the majority
of students toward the school, the academy faculty, the street
workers, and their own future were significantly more positive
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than a comparison group of average Benjamin Franklin High
School students. The evaluators noted that the commit-
ment to and belief in the ability of the students held by
the staff was perhaps the most significant contributing
factor to student achievement.
One major shortcoming identified by the evaluators was
the absence of any consolidated organizational structure.
The records were ill kept, staff roles were never defined,
and few systematic procedures existed for dealing with routine
problems. The evaluators suggested that the tremendous work
loads shouldered by the staff perpetuated this problem.
^
No specific recommendations were made by the evaluators to
correct this, however.
The 1969 evaluations of BFSA, conducted by Urban Ed.
Inc., begins by noting the negative impact of the New York
Teachers' Strike has had on the program ."^
0
The academy's
funds were late in coming, causing a salary crisis which
simply added to the pressures under which academy staff
functioned. Once under way, however, the academy demonstrated
significant improvement over the previous year in some areas.
Of the students served ( 65 ) during the year, 15 were
promoted to the academy of transition, 6 re-entered high
school, 11 found full time employment, and 30 remained in the
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academy. Only 3 of the original 65 enrolled dropped out.
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A major attempt was made to increase the support
services available to students. The master plan for these
services included: l) employment referral; 2) college
counseling and placement; 3) tutoring; 4) medical and dental
care; 5) legal counseling; 6) narcotics referral; 7) recre-
ation; 8) camp and summer programs. Most of these programs
were implemented during the year. Some, however, such as
summer camp, recreation, and employment referral were logis-
tically difficult to organize. Although these programs were
desperately needed by students, they represented a tremendous
drain on the academy's resources. Each service was co-
ordinated by a staff member, in addition to his daily in-
structional assignment. For example, the tutorial program,
which started at 5 P.M. each day, was coordinated by a street
worker who, a.' ter a day's work, would return to the academy
52
and coordinate evening tutorials. Likewise, each staff
member had two major responsibilities. When one considers
the relatively low salary received by the academy staff and
the exordinary commitment and emotional drain required of
them, it is not difficult to understand why staff turnover
was consistently high.
The evaluators noted the increase in instructional
materials, the acquisition of a file cabinet, new record
keeping procedures, and increased attention to role definition
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These changes were all brought about as a result of the
previous year’s evaluation. However, the academy still
operated without a full-time director. Because of this, and
the program expansion previously described, the academy was
becoming bottom heavy.
Confusion resulting from insufficient guidance and co-
ordination was increasingly a problem. Furthermore, decisions
were made with insufficient consideration of their impact on
program resources, i.e. the student support programs cited
earlier. Although it was admirable that the academy con-
sistently strove to meet student needs, one must raise the
question of the total cost of some positions to the ability
of the program and its staff to work effectively. The
evaluators did not comment specifically on this point.
The 1970 evaluation of the BFSA, conducted by the
Teaching and Learning Research Corporation, further explored
problems created by a disparity between stated objectives
and program resources. In the Executive Summary of the
evaluation, written by the program director, he states, "We
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are spread too thin... we lack sufficient resources."" This
statement was reinforced by the evaluators' observations and
by all of the staff they interviewed. The evaluators also
noted that staff members regarded the formal mandate of the
academy as largely irrelevant to its actual functions. As
39
originaJLly defined, the street academy was "to locate, recruit,
and enroll dropouts referred to it by the Benjamin Franklin
High School guidance staff and prepare them for re-entry
to the high school, a general equivalency high school diploma,
or job placement. However, in reality, the school recruited
most of its students independent of high school referrals be-
cause the school staff was unreliable. Furthermore, much
more than a good compensatory education program was needed
for the academy to help students progress. Often, students
were caught up in a morass of drugs and emotional and financial
instability, in addition to educational failure. To ignore
these root problems and expect to transform a student was
ridiculous. However, the academy had neither the financial,
physical, or professional resources to accommodate the wide
spectrum of needs it confronted in its clients; hence the
development of the extensive system of support services. Of
course these services had to be managed, which led to staff
overwork and eventual exhaustion. What we begin to see is a
vicious cycle akin to trying to put out the Chicago fire with
a bucket brigade. With additional funds for program expansion
difficult to obtain, the program was pinned between a rock and
a hard spot with little relief in sight.
Despite these limitations the academy did manage to
graduate 37 of 134 students during 1970. Of this number, 6 1%
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continued their education, 19%> found work, and 19%> were
54doing nothing. Also, 56 students left the academy prior
to graduation. However, it is not known how long these 56
students remained in the program before leaving, nor what
their motives were for leaving .
^
As a result of its observations and of interviews with
students, staff, and administrators of the Benjamin Franklin
High School, the evaluation team cited the following as the
program's outstanding characteristics:
1 . The staff was "non- judgmental" and supportive;
2. There were no "non-meaningful" roles in the
school
;
3 . Good communications among everyone was a norm;
4. The academy provided comprehensive educational,
recreational, and counseling and social ex-
perience to its clients;
5. The staff was competent and reflected the com-
munity in racial and social background;
6 . Students were actively involved in policy develop-
ment and enforcement;
7 . The students saw the results of their efforts
56
and witnessed attitude changes in themselves.
As you will note, these observations do not differ from those
made by other evaluation teams about this academy. Nor do
4l
they differ from the examples of other academies cited by
this writer.
The evaluation team's citation of the academy's weak-
nesses is also repetitious. The team states that the major
weaknesses of the school are:
1. A need for more teachers;
2. A need for larger facilities and more materials;
3* A need for additional funds for supportive services
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anu program development.
The 1971 evaluation of the BFSA, also conducted by the
Teaching and Learning Research Corporation, explored some
areas previously unexamined by previous evaluations. The
evaluation team interviewed several businessmen in the im-
mediate vicinity of the academy; it also solicited parent/
community feedback on the program, and it cites some data il-
lustrating student skill development during the academic year.
These areas were examined in addition to the evaluation of the
overall program and its components.
Local businessmen were asked what they considered the
major strengths and weaknesses of the academy. Of those who
responded (the exact number interviewed is not stated), most
considered the program's major weakness its inability to
serve a greater number of youth. Some stated that the academy
was consuming space which could be occupied by another merchant.
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Most of those interviewed said there was a noticeable dif-
ference in the behavior of students attending the academy.
They also indicated that the staff was "OK." Basically those
interviewed supported the program and its aims. They per-
ceived the academy as an agent of neighborhood improvement
and hoped its services could be expanded.^ 8
Parents interviewed by the evaluation team stressed
the cooperativeness of the academy staff. When students
missed a day, parents were immediately contacted. The parents
interviewed saw this as important. They viewed the neighbor-
hood as a vulture preying on their children and took some
degree of comfort knowing their children were in the academy.
The parents also mentioned that street academy faculty visited
them regularly to discuss the progress of their children. No
mention was made about the subject matter; however, almost
all comments were action positive, that is they praised actions
59being taken by the academy.
Students were assessed by the team for attitude toward
learning and the academy specifically, they were also tested
for reading and mathematics skill development. Twenty six
students were given a questionnaire, their responses indicated
strong ( 90$+) support of the following statements:
1 . The street academy is more practical than other
high schools.
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2. The training received at the academy is relevant
to real life.
3. A high school education makes a man a "better
citizen
.
4. A student would "be foolish to leave the academy,
before graduating, to take a job.
5. Students at the academy have opportunities to use
their abilities.
6. Students are greatly encouraged by academy staff.
7 . The longer a student remained at the academy the
more accepted he felt.
8. Students had great confidence in the fairness and
honesty of the teachers.
9. Teachers and administrators were friendly towards
students.
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10.
Teachers were concerned with the needs of students.
Students were also administered the Metropolitan Achieve-
ment Test in February, 1971. and again in June, 1971. to
ascertain skill development in arithmetic comprehension and
problem solving, reading, spelling, and total language. The
results for this five month period were:
1. Students gained an average of one month in
arithmetic comprehension but 5 months in arithmetic
problem solving.
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2. Students gained an average of one year and four
months in reading.
3* Students gained an average of two months in
spelling.
4. Students gained an average of one year and two
6l
months in total language development.
These results led to a recommendation by the evaluators,
that different methods of mathematics instruction be tried,
although no specific methods were recommended. Other recom-
mendations focused on the desperate need for building re-
.
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pair, program expansion, and more instructional materials.
Also noted as program strengths were the "open" and
"honest" communication between students and staff, the high
morale of the staff, and the availability of the staff to
students. Du 'ing several site visits, evaluators observed
what they termed as a "good rapport" between staff and students
and a highly flexible and realistic approach by staff to
63
student problems.
One significant organizational recommendation made by
the evaluators concerned the addition of a one-half time ad-
ministrative assistant to maintain accurate records. Although
it was not mentioned by the evaluators, this writer saw
a need
fcr general consolidation of administrative activities.
As
mentioned previously, the assumption of dual roles by
academy
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staff placed unrealistic "burdens on them, causing not only
gaps in record keeping, but inefficient administrative pro-
cesses and sporadic confusion as well.
In the 1972 evaluation, again conducted by the Teaching
and Learning Research Corporation, the evaluators made obser-
vations and collected curriculum follow-up data on 1971
academy students in addition to their general program eval-
uation. It was found that 84$ of the 56 sample students on
whom data was available were either in school or employed.
Seven of these students went to college or to advanced voca-
tional training, eleven returned to prep or high schools,
eight were still in the academy, six were in the Armed Forces,
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ten v/ere employed full time, and 6 were listed as housewives.
Of the 136 students who enrolled during the '71-' 72
academic year, 77$ were still in the academy or employed. Of
those who had left or graduated, two had returned to high
school, three had entered college, two were employed full time,
one was in the Armed Forces, one was a housewife, one was
pregnant; twenty-six had been dismissed for unexplained reasons,
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and the remainder were unaccounted for.
The evaluators stated that the program was "successful"
in accomplishing its objectives. "High risk" dropouts were
being reclaimed under difficult circumstances and provided
with viable educational and ' employment alternatives.
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The learning objectives of the academy were being met
to a limited extent. In reading the language arts students
were gaining two to three months for every month of studying,
according to the Stanford Achievement Tests administered.
In mathematics, however, little progress was realized.
Students regarded mathematics as "boring" and "irrelevant"
and had difficulty applying themselves .^
In classroom observations made by the evaluators, they
reported high levels of student interest and participation in
learning activities. They also noted that teachers in the
academy were highly competent and personable. Teachers were
cited as skillful in identifying and accommodating the learn-
ing styles of students. '
Key variables in academy effectiveness, also measured
by the evaluators, were the degree of redirection in student
alienation and the development of student self-confidence in
educational pursuits. In measuring ' the redirection of student
alienation, the evaluators used a questionnaire similar to
that cited in this writer's review of the 1971 academy
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evaluation. Again it was found that 80$ to 90$ of the
students felt supported, encouraged, and an important part of
the academy. Students indicated high levels of trust in
, 69
teacher competence and comfort in the academy environment.
Because no self-concept scales had been developed for
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use with high school dropouts, it had been decided that if
65$ of the students who entered the academy remained through
an entire semester, it would indicate the development of
their self-confidence to achieve in a school setting. By
May of 1972
, 72% of the students who had entered in February
were still enrolled. One of the evaluator's noted:
...the Academy staff subscribes to the notion that
the students feelings about himself are important
elements contributing to the students ability to
realize his own potential both in the school
environment and in the larger society. Promotion
of pride in one's personal and social identities
are seen as important objectives in the Academy.
Self-awareness and inter-personal skills are also
important guidelines of the program. Within the
context of this philosophy, a curriculum evolved
with a variety of resources which are used in de-
fining actualizing goals relevant to the students
in the Academy. Frequent "rap" sessions are held
to provide students with an understanding of: (l)
the way things are, ( 2 ) the way things can be, and
(3) the learner's ability to effect meaningful change
in his life and the lives of others. 7 °
The placement of students in prep schools, colleges, jobs,
and training programs after their graduation from the academy,
served to reinforce the students' reuse of positive and ef-
fective movement.
It was also cited that the community was used as a
learning laboratory with positive effect. Students participated
in community service projects as a part of their educational
71training.
A major advance for the academy was the improvement of
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its administrative operation. The administrative assistant,
recommended in the previous year's evaluation, was added
and functioned competently. The director's performance was
termed "efficient" and "excellent" by the evaluators. How-
ever the staff continued to be overextended and there was no
improvement of the physical facility or the materials supply.
The conclusions reached by the evaluators in each of
the four annual evaluations were strikingly similar. The
BFSA was seen as a viable alternative for educating high
school dropouts. Teachers exhibited a high degree of in-
structional competence and commitment to the achievement of
academy students. The support services, drug and legal coun-
seling, physical and mental health care, family counseling
and so forth were a vital component of the program. In con-
junction with the highly supportive and accepting environment
of the academy, these services, academic training and a com-
petent and caring staff literally transformed hundreds of
young people for whom little hope of success was given.
Beyond this the BFSA clearly had an impact on the sur-
rounding community. Local businessmen, parents and the com-
munity at large saw that young people, often those who caused
or encountered the most trouble, could be helped to re-
organize their lives and acquire skills to improve their
personal and social lives.
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One of the most interesting analyses of a street
academy, encountered by this writer, was written by Maurice
Eash of the University of Illinois at Chicago Circle on the
Christian Action Ministry (CAM); The study is entitled, A
Comprehensive Curriculum Evaluation of the Christian Action
Ministry-1970 . The CAM Street Academy program was founded
by eleven churches in the West Garfield Park Section of
Chicago, a black ghetto. The program was an outgrowth of the
concern of these churches for the plight of black youth in
that area. The study includes a relatively extensive analysis
of all aspects of CAM and is not delimited to the program's
curriculum. Specifically the study attempts to determine the
impact of the program's teachers and administrators, curriculum
and instructional designs, organizational structure and en-
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vironment on he education of black high school dropouts.
The CAM program's objectives were similar in basic dir-
ection to those of other street academies; however, their
total view of the student was more explicitly stated within
their objectives than others this writer has read. CAM's
objectives were:
1. Basic skills in communication:
_
Regardless of
what vocation a person choses it is imperative
that he be able to communicate with those around
him. Our educational objective is that our
students be able to listen, read, write, and
speak with facility.
2. The formation of individual and collective
identity: A person must have experiences which
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aid him in describing himself and appreciating
"who he is."
3. An appreciation of man and the varieties of
human life. Regardless of what a person be-
comes, the greater his understanding of how
other people live and have lived, the greater
will be the options open to him for his own
actions. This should increase his understanding
of other people and enrich his cultural per-
spectives .
4. Skills in self expression: The sense of mastery
which a person achieves through participating in
the creative arts not only encourages the develop-
ment of a positive self image, but also provides
him with the skills necessary to respond creatively
to his environment.
5 . An ability to solve problems: A person should be
able to think analytically and critically, and
provide creative and thoughtful solutions to
problems that he might tape, regardless of what
those problems might be
As evidenced by these objectives, CAM's concern was the
development of the total person. In describing the students
cf CAM, Eash cited the appropriateness of these objectives
given the importance students expressed to escape the whims
of their environment. The students were primarily black male
residents of Chicago's West Side ghetto. The area is infamous
for crime, drug abuse, youth gangs and so forth. Students re-
garded their environment as a wild beast running amuck through
their lives, and themselves as defenseless and without as-
sistance."^ In explaining the relationship of attitude to
achievement, Eash cited Coleman's observation that
...a pupil attitude factor which seems to have a
stronger relationship to achievement than do all
school factors together, is the extent to which an
individual feels he has some control over his
destiny .76
The CAM program was designed to increase the degree to which
a student could determine his destiny by providing him with
skills, job salable certification of learning, enhanced self-
concept, and the ability to confront the known and the un-
known with strength and confidence.
CAM's organizational and curriculum design also be-
spoke its philosophical commitment to the total person’s de-
velopment. The program was organized in three learning
centers, staffed by four teachers. The learning centers
contained materials covering mathematics, social studies,
reading and language arts. Science was deleted because of
the prohibitive expense of laboratory equipment. The learning
centers represented three levels of achievement similar to the
Street Academy, academy of transition, and preparatory school
design of the New York academies. Materials in the first
learning center were designed to provide the learner who had
insufficient mastery of basic skills with successful learning
activity targeted at skill development. The other two centers
contained materials and activities of increasing sophistication.
When entering the program students took a diagnostic examin-
ation, reviewed the results with an instructor, and placed
themselves in the learning center they deemed most appropriate.
Teacher-student interaction focused on student products.
As students worked on or completed activities, teachers served
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as guidance and problem solving resources for them. The
assumption was that teachers acted as facilitators of
students’ ascent up a ladder of learning toward the eventual
77
acquisition of a GED.
Attendance at CAM was voluntary. The requirement for
student continuance at the academy was the consistent demon-
stration of progress. Mandatory daily attendance was thought
to be contrary of the academy’s aim to have students make
decisions about how they will interact with their environ-
ment. Eash noted that despite the voluntary attendance policy,
student attendance averaged 60°/o to 70%» 10$ higher than public
schools
.
What we see in the design of CAM is a program which
demanded the active participation of the student in every
phase of his learning. Students selected their point of entry
to the program, determined when an instructor would inter-
vene in their learning process, identified the materials they
would study, and chose the days they would attend.
The impact of the program on students was positive and
interesting. Eash noted a dramatic increased in the rate of
skill aquisition by the majority of students. Concurrently,
the degree to which students felt they could positively
shape their fate also rose.
79 When asked what goal they
would like to accomplish at CAM, 22 students indicated a GED,
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15 said college, 19 wanted to improve their living conditions
in the future, and 10 wanted to increase their ability to
8o
contribute to the black community. (N.B. The sum of the
responses is greater than 32 because respondees were al-
lowed to answer more than one.) All of those sampled felt
these goals were achievable by completing the course of study
at CAM. The significance of these responses is that students
modified their targets as they developed an increasing con-
fidence that something positive could be accomplished by at-
tending CAM. Whereas formerly students indicated a desire
to become doctors and lawyers, they were now speaking in terms
of finishing high school and entering college or getting a
job
.
The CAM program differed in several ways with most
street academies. The program had well defined goals and a
well developed pedagogical rationale. Staff, administrators,
and students agreed on the program's design and goals. There
were no observable contradictions between the program's
theoretical base, design, and implementation. Also, the pro-
gram was not burdened with an inadequate facility or a lack
of materials. Finally, the program was designed to serve
from 30 to 40 students and it did not deviate from
that. It
was never over enrolled nor did it attempt to stretch
program
resources beyond their limits.
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The clarity of the program's function and design
aided the function of staff members and students. The
staff met regularly to discuss curriculum design changes.
Eash states that this process was facilitated by the clarity
of program components because it was easier for staff to
O
1identify designs and practices which needed modification.
For students, clarity meant stability of environment which
they saw as beneficial.
The Naxional Urban League received a sizeable grant
from the Experimental Schools Office of the National Institute
of Education to initiate a series of experimental academies
in three cities and to research and analyze the impact of
the academies on the students they served. To date a series
of reports have been issued from this project focusing on
two major are st l) student outcomes assessment; 2) organ-
izational characteristics of each of the experimental acad-
emies. In the reports, the academies are given fictitious
names. They are referred to as the Maple City Urban League
Street Academy, and the Elm City Urban League Street Academy.
What follows is a categorical review of the report's major
findings
.
This system of experimental street academies represents
a second generation of such projects for the National Urban
League. As noted earlier in this chapter, the early academies
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in the Urban League network were continuously handicapped
in reporting extensively on program outcomes because of in-
Op
adequate record keeping. ~ Such is not the case with the
experimental academies, an evaluation team headed by Mr.
Vernon Moore was systematically monitored and it evaluated
different aspects of the academy's operation since their
initiation
.
Volume I: Student Outcomes
,
provides a comprehensive
analysis of trends in the academy's impact on students'
academic development, self-esteem, and career orientation.
A total of 891 students from all of the academies were tested
in the areas of reading, spelling, mathematics, self-esteem
development, and for changes in career orientation. Within
9 months, 263 of the original students were retested. The
evaluators no^ed that there were some problems with the ac-
curacy of record keeping, student turnover, and the refusal
by some students to be retested. In addition the tests were
not administered under uniform conditions. The Elm City
Street Academy administered the pre-tests to students as
they enrolled in the program. This caused a large number of
students to drop out of the academy before they had really
begun. And many of the academy’s staff viewed the tests as
83
an "encroachment of their valuable time with the students.
These factors notwithstanding, the data collected provides
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one of the best available looks at the impact of street
academies on students.
To measure the academic skill development of students,
the Metropolitan Achievement Tebts were used. The retest
data indicated that gains had been made in all three areas.
In spelling and reading the average grade level of achieve-
ment upon entry was 5-8. When retested, the average score
was 6.4. In mathematics the grade level of achievement upon
entry was 5«7* The retest average was 6.2. ^
This data clearly indicates that the average student
was making progress in the street academy environment. How-
ever this is not really news, those who have observed street
academies have repeatedly stated that learning was taking
place. What is more significant is the data collected by the
evaluators on self-esteem development and changes in career
orientation. To pressure changes in different aspects of
self-esteem three instruments were used, the Multi -Dimensional
I-E
,
the Social Desirability Scale , and the Word Rating List .
Career orientation was measured by the Student Intake
Questionnaire which concerned career areas, professions and
occupations
.
As one might suspect, the results of the retest in-
dicated that the retested sample showed overall positive de-
velopment of student self-esteem. Specifically, the data
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indi.c3."ted that students felt they had greater control over
their lives and were more able to achieve their goals. The
data also indicated that the need for external approval
among students decreased. The degree to which students
blamed themselves for racial and ethnic problems was slightly
decreased, students began to share the "blame" with the
"system." And, students increasingly identified collective
action over individual action as a viable means to effect
racial matters.
The career orientation of students also changed. In
the initial test students chose the more prestigious and
lucrative professions as those they would most like to pursue.
Moore characterized these choices as "abstract" and "futur-
86istic." However, in the retests, students chose less
prestigious and lucrative professions. Their second round
choices tended to require less education (although college
training would still be necessary fbr most to pursue their
career objectives) and frequently involved service to others
, N
8 7
(i.e. education and social work).
Organizational Characteristics of Street Academies
Volume II; Case Studies presents a fairly comprehensive
picture of the internal organizational process of the three
academies. It also includes observations on the impact of
external forces such as other agencies, parents, and the
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community at large on the academies and some insights on
the organizational responsibilities of being an alternative.
In the introduction to both volumes, Moore suggests
that many alternative schools fail because they are unable
to cope with the organizational requirements produced by
new "authority patterns and highly complex educational pro-
gg——
—
cesses." He states, "...the very characteristics that make
programs alternative also saw the needs of program dis-
solution if they are not recognized and dealt with."^ He
continues to describe some of the characteristics which dif-
ferentiate conventional schools from alternative schools.
Moore focuses on six dimensions of learning: l) Who
is involved in the learning process (roles)
;
2 ) What is
learned (curriculum); 3 ) Why is it learned (authority); 4)
How is it learned (methods); 5) Where learning takes place;
6 ) When learning takes place. In conventional schools the
people involved in the learning process have well defined
roles and clear expectations. They are certificated teachers,
counselors, and administrators. In alternative schools, role
restriction and expectations are usually not clearly defined
and a wide variety of people are involved in the learning
process. Curriculum in conventional schools is usually state
prescribed and emphasizes cognitive learning. It also seeks
to "track" or direct the students movement toward further
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training or a career. In alternative schools the curriculum
includes, hut is not limited to, standard disciplines and
emphasizes a balance between cognitive and affective learn-
ing. Extrinsic motivation for student achievement is a norm
of conventional schools. Teachers have the authority and
direct student learning to pass tests. Motivation for learn-
ing in alternative schools tends to be intrinsic
. Students
have choices and authority and pursue knowledge toward ob-
jectives they determine. Instructional methods in conventional
schools include reading, writing, lectures, some group dis-
cussion, and use of audio-visual whereas alternative school
instructional methods vary widely. Because few restrictions
existed for how knowledge may be acquired, teachers were free
to do almost anything. Where learning takes place is also
unregulated by alternative schools. While most alternative
schools have formed classrooms, they may use a variety of
places as a learning environment i.e. private homes, parks,
etc. Lastly, when learning takes place varies widely between
the conventional and the alternative setting. Conventional
settings usually restrict "open" hours from 8 A.M. to 4 P.M.
whereas alternatives may conduct classes at anytime of the
90
day or night.
The organizational implications for the coordination of
such complex and sophisticated practices are vast. They are
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compounded by the high frequency of special problems and
needs among the student population, and by the paucity of
models to provide guidance to these novice practitioners.
These factors are referred to by Moore as "internal pres-
91
sures
The academies were also subject to "external pressure"
forces. The academies were founded by the Office of Ex-
perimental Schools with the objective of becoming incor-
porated into their local school system and operated under
National Urban League and its local affiliate. The fiscal
agent for the academies was either the Office of Experimental
Schools (OES) or the Local Education Agency (LEA) . The pres-
sure these external forces exerted on the academies was to
install "traditional" curriculum designs, instructional
practices, administrative procedures and policies. The
potential risk for complete compliance was loss of the
academy's alternative characteristics via the installation
of standardized curricula, student dress codes, teacher
certification and so on.
Street academy staff members were divided on this issue
.
Some felt the needs of the students demanded innovative
responses by the academies on every level. Others felt
student needs could best be accommodated by traditional ap-
proaches.^ And, while no clear resolve was reached by the
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academy's staff and administration in terms of a consol-
idated response to the issue of external vs
. internal pres-
sures, it is noted that some of the academies did begin to
become more traditional. 9**'
Internally, the tradition versus innovation contro-
versy created a number of organizational problems. Many of
the staff members had basic pedagogical conflicts based on
their previous teaching experience (or lack of experience),
perception of the programs' objectives, and perception of
student needs. In some of the academies this problem was
compounded by ambiguous administrative procedures and policies
in still others it was complicated by limited staff meetings
and other opportunities for staff to discuss positions . 95
The Maple City Academy, noted for the good social relations
of its staff, did not seem to encounter as much turmoil as
either the Elm City or Spruce City Academies, however, nowhere
was there evidence of effective administrative intervention
to resolve what appears to be a systemic flaw.
Staff also had difficulty coping with their own diver-
sity. The differences in perception, style, and philosophy
were compounded by conflict in life styles, and attitudes.
It was suggested that some staff members were trying to
create an "alternative world," characterized by a non-
materi alistic environment, non-traditional roles and relationshi'
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This was in conflict with the values of those who felt their
purpose was to create an alternative learning environment
and not to impose their life styles on that environment .'* 8
In response to these problems, the Elm City director
made some personnel changes and requested crisis prevention
intervention from a state department of education crisis
team. It was hoped that these moves would serve to consol-
idate an unraveled staff, however, neither the staff changes
nor the crisis prevention provided any real solutions to the
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academy’s problems.
One major attempt at staff coordination made by the
Elm City Academy was the creation of a "humanistic triad."
The humanistic triad was composed of the Community Co-
ordinator, the Art Facilitator, and the Social Inquiry
Facilitator. It served as an advisory board on all questions
pertaining to the school's operation and often issued position
statements of an evaluative nature on the quality of program
components and staff functioning. Although the intention of
this body was to clarify complex issues and facilitate staff
unity, it soon became a divisive force within the academy.
The humanistic triad often took rigid positions on contro-
versial issues and in so doing fed the controversies instead
of aiding their resolution .^
8
No indication is given about
what was done with the triad. However, it is safe to say
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that it was at best only partially effective.
In conclusion, Moore attempts to assess the degree of
institutional development" each academy program has achieved.
He defines institutional development as "the creation and
development of a normative order in the academies which de-
fines and controls the patterns of activities which are
judged by students and staff to be essential to the Academy
99functioning." Prerequisites for institutional development
include the definition of program objectives, agreement on
those objectives by staff and students, and the development
of administrative systems and program activities to aid the
achievement of the objectives.
This was best achieved by the Maple City Academy which,
according to Moore, evidenced a "distinct normative order.
The factors which contributed to their development were both
internal and external to the program. Internally the Maple
City Academy possessed a highly competent director with ad-
vanced administrative skills. The director aided staff under-
standing of the academy's objectives and its movement toward
their achievement. She placed a premium on good social re-
lations among the staff and encouraged their social as well
as business interaction. Although conflict was experienced
by the program, it never seemed to overwhelm the staff or
erode their vitality. This is in distinct contrast to the
staff of the Elm City Academy whose problems seemed
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"Unre solvable and reappeared time after time ." 101 Clearly,
open communication, good relations, an efficient adminis-
trative order, and skilled staif were significant contributing
factors to the success of the Maple City Academy. However,
it may be argued that the single most significant internal
factor contributing to their institutional development was
the staff's agreement on program objectives and priorities.
Staff agreement on where it was going allowed it to develop a
value system which complemented its goals. An outgrowth
Of this value system was the programmatic flexibility for
which this program was noted and its ability to confront and
resolve its problems successfully.
External pressures arising from the intensely political
character of the organizations the Maple City Academy had to
deal with also had a beneficial effect on the organization's
institutional development. The academy's staff seemed to
adopt a "you and me against the world" attitude toward ex-
ternal pressure sources. And, although this may not have
facilitated better relations with this organization, it was
very beneficial in the maintenance of "esprit de corps" among
103
staff members
.
The Elm City Academy's experience contrasted that of
Maple City in almost every aspect of its institutional de-
velopment. Differences among staff members on philosophy,
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program objectives and priorities, and staff competence
were never resolved. Despite vigorous activity on the part
of the director, the bureaucratic triad, and outside con-
sultants, the staff was unable to unite as an organization.^
The principal difficulty seemed to be the absence of well
defined goals and orientation of staff to become a part of
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a coordinated unit. This omission aided a sense of free-
dom among staff members to pursue courses of conflict, both
interpersonal and organizational, with a feeling that this
was a legitimate activity. Also, staff selection was haphazard
and conformed with no previously determined design. This re-
sulted in a collection of low competence instructors who
tended to see student needs but lacked the appropriate skills
106
to accommodate them.
The net effect of this circumstance was a low degree
of institutional development and a high instance of student
turnover. Over students enrolled and dropped out of the
. ^ 107
Elm City Academy during an unspecified time period.
The Spruce City Academy experienced an interesting com-
bination of the problems of Elm City and the positive de-
velopments of Maple City. The evaluators noted that specific
program objectives were somewhat vague, differing opinions
existed regarding what the academy should be doing, and that
the program's structure was loose. However, these shortcomings
66
did not exist to the extent that they prevented the academy
from laying the foundation for institutional development.^^
The Spruce City Academy was able to develop systems which
facilitated their consolidation as an organization and ap-
parently was not plagued by staff diversity as was Elm City.
A general criticism made by Moore regarding the overall
design of the Experimental School Program was that great
external pressure was exerted on all of the academies to
develop "overnight." The absurdity of this is obvious when
one considers that these academies were mandated to confront
problems which public schools, whose resources and experience
far surpassed that of the academies, had failed to overcome
in decades.
It is interesting to note, however, that each of these
academy systems has been incorporated into their respective
public school systems. It is also interesting that, despite
the difficulties and pressures encountered by the academies,
their net effect in terms of student outcomes was clearly
beneficial. The same can be said of the other academies re-
viewed in this chapter. Despite the disorganization and trial
and error developmental process many of them experienced,
they consistently and effectively educated increasing numbers
of high school dropouts. One cannot help but wonder what the
impact of these street academies might have been had they started
with greater resources and organization.
6 ?
CHAPTER IV
SASSI' s Development As An Organization: A Case Study
The organizational mission of street academies is to
provide education for high school dropouts toward the
acquisition of a general equivalency high school diploma,
college matriculation, acceptance to a job training program,
and/or actual employment. For most street academies, how-
ever, the job of translating that mission into program ob-
jectives and action plans proved to be a monumental one,
replete with obstacles. This chapter will examine some of
the unique organizational problems encountered by street
academies. It will focus specifically on some of the organ-
izational problems encountered at SASSI Prep, what was
learned from them, and how the lessons learned were applied
to a management system for the SASSI academic program.
Lawrence and Lorch define an organization as, "the co-
ordination of different activities of individual contributors
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to carry out planned transactions with the environment."
They contend that the key factor is the coordination of in-
dividual contributors for, if there is no complement in the
differentiated function of individuals, chaos, the antithesis
110
of organization, is achieved.
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To a greater or lesser degree, all organizations
experience the pains of organizational development. How-
ever, most organizations have predecessors, some degree of
experience in dealing with the
-problems related to the
"environment" in which they're acting, and at least a small
body of experts on whom they can rely for training and
problem solving. Street academies had none of these.
Street academy staff were novices, operating in a relatively
unexplored arena, with no specific training to confront its
unique set of problems, and no experts on whom they could
rely for problem solving.
These problems were compounded by the sophistication
of the learning activities and conditions in which street
academy staff worked. This is clearly illustrated by Deal's
analysis of some of the differences between conventional
and alternative schools. (See Table l)
differences
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When one considers the variety and complexity of the
differences between conventional and alternative learning
environments, it is easy to understand why Deal concluded
that many alternative schools fail because "they are unable
to cope with the organizational problems produced by new
authority patterns and highly complex learning processes
Vernon Moore, in his analysis of the National Urban League
experimental academies concluded that two of the problems
resulting from this complex situation are: l) the inability
of some staff members to cope with the mental, physical, and
emotional drains; 2) the inability of many schools to resolve
the differences among staff regarding the method of approach
to the organization's mission. The crowning blow for
many academies was the additional uncertainty of their
financial future.
In the early stages of its development, SASSI Prep
experienced these problems so severely it almost led to com-
plete organizational collapse. However, over a period of
time many of these problems were resolved and some of the
lessons learned from them were applied to the development
of a new management system for the academic program.
The Conflict
The conflict which developed among the SASSI Prep staff
was an almost exact parallel of those described by Terrance
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Deal and Vernon Moore . In negotiating the transition from
a street academy to an academy prep school, the SASSI admin-
istration had not been able to resolve the philosophical
and methodological differences ' among the instructional staff
regarding how the needs of students should be dealt with.
William H. Smith, in his dissertation: SASSI: An Alternative
for Inner City Education suggests that this conflict was the
result of the staff's "interpretations of the overall pro-
gram administration as 'democratic' as opposed to hierarchical
114differentiation." He further stated that almost fifty
percent of the staff held the notion that SASSI Prep was a
"free school.
Six months prior to this confrontation SASSI Prep had
only existed as a future plan. At that time, the SASSI Street
Academy was the only operational component of the "SASSI
Master Plan." The street academy served fifteen high school
dropouts all of whom needed remedial assistance. The in-
structional staff consisted of two paid teachers and a con-
stantly changing number of volunteers. The Headmaster of
SASSI anticipated the acquisition of funds to expand the
street academy and open a preparatory school in the near
future. When the funds were received, it was his plan to
operate both schools in separate buildings v/ith the graduates
of the street academy entering the preparatory school. How-
ever, only the funds for the preparatory were granted and
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the Headmaster and Board of Directors were forced to decide
what to do with the street academy and its students. Be-
cause of their commitment to the students, serious consid-
was given to the idea of not opening a preparatorv
school until funds for both operations could be obtained.
After two weeks of thought and discussion, it was decided
to open the preparatory school and to include the street
academy students in its student body despite their unreadi-
ness to deal with college preparatory study.
When the preparatory school was opened, five of the
former volunteers were hired on a one-half time basis to
teach. Most of their time, as well as that of the students,
was spent in preparing the new building (a former supermarket)
for operation. By mid-fall the building was ready and in-
struction beg n.
At this point the SASSI Prep student body had grown to
thirty, fifteen of which were former street academy students.
The difference in skill levels between the students who had
entered SASSI Prep to prepare for college and the students
who had entered via the SASSI Street Academy was substantial.
However, no formal arrangement was made, with the teachers,
by the administration to accommodate this disparity in skill
levels. Also, due to the hurried preparation of the building,
and the relative youth and inexperience of the entire staff,
(almost all staff were still i„ undergraduate school) no
formal decisions were made about exactly what the philosophy,
objectives, and approach of the school would be. This was
discussed, but not consolidated' and formalized. This became
the basis for the conflict.
The conflict focused on the desire of some staff to
defer the actual in-class instruction of students in order
to focus on sensitivity experiences, (e.g. T-group) with the
aim of helping students to "get their heads together." The
contention of these staff members was that the students were
not prepared to pursue serious study, and would not be ready
until they resolved their emotional and psychological problems.
Their projection was that after one year students would be
sufficiently "repaired" of the wounds of ghetto life to pur-
sue their academic development.
This position was categorically rejected by the program
administrators. Their contention was that it was not the
purpose of the program, nor was it within the scope of the
program resources to offer this kind of treatment to students.
They further argued that the program had been funded to pro-
vide educational services to students and nothing else.
The position of the administration was consolidated in
a document entitled, "The SASSI Manifesto." This manifesto
was presented to the staff in an effort to delineate the
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specific terms under which SASSI Prep would operate. Three
days later a group of staff members opposing the adminis-
tration' s position issued a "Counter Manifesto" stating their
position. The following are these documents, presented in
full text
.
"SASSI Manifesto" t February 19, 1971
Introduction
SASSI Prep has now completed a period of experimen-
tation in curriculum, methods of instruction, decision-making,
rule-making and enforcement. That period has come to an end
because it has not been productive for the students who most
need help. Some results ares except in mathematics, gradual
and steady progress of students who lack basic skills and
intellectual powers have become frustrated or aborted;
students and teachers appear and disappear when they feel the
urge; basic disciplinary rules are ignored and enforcement
has become " dog-eat-dog" among students; dissension and
suspicion among staff members has become profound and the
original concepts, objectives and methods of the SASSI program
have been abandoned.
The purpose of this Manifesto, then, is to re-establish
some basic non-negotiable realities of the SASSI concept and
practice, and eliminate with finality some misconceptions
about the nature of the undertaking.
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Experimentation and innovation will always be a wel-
come part of SASSI, but they will not again be allowed to
supersede or eliminate or distort the fundamental purposes
stated below.
Realities
SASSI is a preparatory program
offering the skills and know-
ledge necessary for acceptance
and survival in high education.
SASSI is designed and financed
specifically for inner-city
poor students and, especially,
minority dropouts, who are hit
hardest by unemployment and
prejudice
.
SASSI is a " success" -oriented
program that ] repares students
in motivation and values for
achievement in conventional
high education.
SASSI is a place where students
and staff of all persuasions
and beliefs are welcome and free
discussions can be held as long
as they don't force their
conclusions on others.
SASSI is an institution that
teaches valid and marketable
vocational skills which are
direct preparation for career
development programs in com-
munications .
Non-Realities
SASSI is not a "free school"
where everybody "does their
thing" nor is it a place
where students who have not
mastered basic academic
skills can afford the
luxury of endless speculation
and rapping.
SASSI is not a cultural
center for middle class
street people who reject
all education as an avenue
to success and service and
who are only shucking about
a desire to go to college.
SASSI is not a training place
for cultural and political
revolutionaries and the
ideaology of hatred and con-
tempt for conventional
"success" in the system.
SASSI is not a Baha'i, a
revolutionary, a counter-
revolutionary, a black, a
white or a Puerto Rican
program
.
SASSI is not only a course
of study in preparation
for university and college
liberal arts programs but
vocational, communications
job training as well
.
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Realities
SASSI is a school in which the
character and deeds of the
teachers must set an example
for the students to lead them
out of ignorance, confusion,
dope, hatred and despair.
SASSI is a program that
evaluates itself chiefly on
the basis of measurable
improvement in skills and
knowledge by means of con-
ventional tests.
SASSI is an ordered and
organized program calculated
to help students become dis-
ciplined, confident, able and
self-motivated by degrees and
uses performance criteria as
the means to monitor and
reinforce the process.
SASSI is an educational system
which is legally and in fact
controlled by the Board of
Directors, and administered by
William Smith, Douglas Ruhe and
John Wright. They make the in-
school rules and enforce them.
Non-Realities
SASSI is not a school where
the character and deeds of
the teachers are the same as
the students and thus do not
lead them out of ignorance,
confusion, doping, hatred
and despair.
SASSI is not an "indoor
corner" where non-productive
students gather to have
bull-sessions, make con-
nections or groove.
SASSI is not a day-care
center for idlers or a
T-group for youth who are
mentally and emotionally
sick.
SASSI is not a participatory
democracy where everyone
shares power equally in
deciding everything that af-
fects them.
SASSI is a "traditional" school SASSI is not an innovative
using a mixture of inductive and which makes either induction
deductive methodology. It starts or deduction the only method,
the education process at the It is neither student-centered,
level of performance of each exclusively, nor teacher-
individual student and helps him centered,
or her by gradual degrees, become
more able and knowing.
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SASSI. is a "traditional" school
in which teachers principally
teach (or instruct)
,
and
students principally learn,
notwithstanding the cliche
about education being a two-
way street.
SASSI is a program which seeks
to help students become competent
learners to master the several
strategies and powers of the
learning processes.
SASSI is not a " Summerhill”
where there is no difference
between. students and teachers
and their functions--although
that was not the actual case
at Summerhill
. Xf there were
no differences, there would
De no need to have teachers.
SASSI is not a place where
shallow hip-phrases and
slogans are presented as
knowledge of skill and where
each teacher pursues his own
ideas independent of what
others are doing or the school
is about.
Counter Manifesto: February 22, 1971
With regard to the students, the staff, education and
learning, the so-called "SASSI Manifesto" is administratively
stupid, educationally primitive, insensitive, insulting and
counter-productive. It violates much of the spirit and in-
tent of original SASSI objectives. We take the last "non-
reality" of Smitty and Doug and apply it to them:
SASSI is (indeed) not a place where shallow hip-
phrases and slogans are presented as knowledge or
skill, and where Smitty and Doug pursue their own
ideas independent of what others are doing or the
school is about.
1. It was a colossal administrative blunder to present the
"Manifesto" :
a. It forces everybody’s hand, when Smitty and Doug could
probably have gained much of what they wanted at the
staff meeting Monday. The staff recognizes that
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SASSI is not working sufficiently well and would
have been willing to seek solutions together.
b. The Manifesto" attempts to rule out dissent.
(Underlined non-negotiablc and finality.) This
obviously authoritarian in the worst way.
c. It may not have been so stupid if Smitty and Doug
had intended to force all those who disagree with
them to resign from the program. In that case it
was merely ruthless.
2. The "Manifesto" represents Smitty' s and Doug's reality
and non-reality, not SASSI' s. This statement is our
negotiable perception of SASSI 's reality.
3* The introduction to the "Manifesto" states that we have
gone through a period which has not been productive for
those students who most need help. We feel that re-
actionary educational and philosophical conservatism is
both counter-productive and foolish. It is ironic that
the "manifesto" is the most substantial piece of "admin-
istering" performed by Smitty and Doug thus far. How-
ever, we feel that since it is an administrator's job
to make a program work, rather than lay or imply blame
elsewhere in a manifesto, a more thoughtful analysis of
our situation is called for.
Why SASSI is not working.
I. The original plan was to have a two phase progiam...
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A. Street Academies, to take kids off the streets
1 • To turn them on to learning.
2. To repair the psychological damage to their self-
concept
.
3* To get them to a point where they could decide
what they want
.
B. Then, if they wanted college (and it was a realistic
goal)
1. The Prep would be there to give them the skills
they lacked.
2. Then, if they wanted something other than col-
lege, Street Academy would direct them to other
programs, schools, job-training, etc.
3* Everyone who came into Street Academy was not to
be promised entrance to the Prep, or college.
Everyone was to be offered a chance to get his
head together.
II. Even before many of the original Street Academy students
got their heads together, the Hancock Street Academy was
abandoned, and the Prep was begun...
A. This meant all the students from Street Academy who
stayed with the program were not in a college prep
program
.
B. Any kid who came in off the streets was in a college
prep program.
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C. Neither many of the old Street Academy kids nor the
new kids off the street had been given a real chance
to get their heads together; i.e., to deal with
themselves, their goals, their values, their real
potential, nor were many of them turned on to
learning.
III. The results of this are...
A. Most Prep students are motivated to say they want to
go to college.
B. Most Prep students will desperately need to get
themselves together, but instead they are in a pro-
gram which insists that they "deliver the goods,"
i.e., learn skills and get into college.
IV* Proposition I
A. Studei ts will not be able to "deliver the goods" in
tne skills area unless they take care of their
emotional and psychological needs and concerns, and
it is impossible to shove it down their throats.
B. When the students are dealing and coming to grips
with themselves, they will be able to master skills
with a minimum of trouble in a minimum of time.
V. Proposition II
A. Realizing student needs, SASSI must either reorganize
completely into Street Academies .. .or
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B. Come to some compromise involving
1
. a reordering of priorities in favor of student
needs
.
2. re-stating of program goals to students.
3* reordering in favor of three-tiered curriculum
a) skills acquisition, b) encouragement of
student's individual creative potential, c)
Affective domain.
VI. Ultimate Conclusions
A. SASSI cannot succeed as it is, especially with
manifesto restrictions.
B. SASSI cannot succeed (i.e., our kids get into college
or other schools at its stated Prep goals) on the
kind of time that we have expected of ourselves, and
the students have been brought to expect of them-
selves .
C. SASSI can only succeed at all with the students it
now has if it recognized the student need for Street
Academy type program and make the necessary adjust-
ments to meet these needs.
D. Harlem Prep has succeeded with rapid skills
acquisition because its students are an elite,
screened through strict entrance requirements.
--SASSI could succeed with the same skills acquisition
only if we have the same entrance requirements.
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-SASSI doesn't. We take any student who walks in
through the door
,
and it'
s
absurd for us to expect
to produce the same kinds of results. If we take
every student, they must have Street Academy
preparation first.
The Resolution
As is evidenced by their contents, both documents in-
dicate a concern about the well being of the students, how-
ever, neither side was able to be reconciled to the different
approach advocated by the other. The "SASSI Manifesto"
argued that students would develop increasing degrees of
stability in the process of their educational development.
The "Counter Manifesto" argued that educational development
was not possible before some degree of stability was achieved.
When the "Counter Manifesto" was presented to the staff,
a quiet, but intensely passionate, argument followed between
the Headmaster and the primary author of the "Counter
Manifesto." The argument did not deal with the points raised
by both documents but with the negotiability of the "SASSI
Manifesto." The Headmaster stated that the manifesto was
"non-negotiable" and that anyone who could not conform to the
parameters it defined was welcome to leave. At that moment,
four staff members resigned and left SASSI. Ironically, some
of the key points contained in the "Counter Manifesto" (e.g.
the development of realistic student entrance criteria) were
later adopted as part of the management system which was
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created for the preparatory school
.
Although this incident represented a major crisis for
the SASSI staff, its impact on the student body was minimal.
Students missed some of the staff members with whom they had
developed friendships, however, their general feeling was
that "rapping" about ghetto life would not get them into col-
lege. The four remaining teachers and some students, found
to teach special elective courses under the Lancastrian pro-
gram, shouldered all of the teaching duties through the re-
mainder of the Spring semester.
The Lesson Applied
The rapid transition of SASSI from a street academy to
a college preparatory school was a major contributing factor
to the conflict at SASSI. As a street academy, the mission of
the school was dictated by the remedial assistance needs of the
students. Teachers worked in small groups and with individuals
to help the students develop basic skills. There was no
question about the need for this among the staff. Since the
core staff was very small (three paid staff) and agreed on the
basic approach the school would employ, and the volunteer staff
came in only for a limited period of time each week to periorm
specific duties, there was no great need for frequent staff
consultation about the school's objectives. It was generally
assumed that everyone agreed where the school was going. Any
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staff energy not expended in teaching was directed to the
acquisition of funds to keep the school alive.
When SASSI became a preparatory school the staff more
than doubled. Because its financial foundation was still
very shaky, the administrators spent most of their time
chasing funds and the teachers taught classes. Although
there had been loose discussion regarding what the school wai
about and how it would operate, there was no serious sharing
of values and pedagogical positions among the total staff.
Consequently, as time passed, there was an effort to inte-
grate complimentary values and resolve value differences. By
the time the issue was addressed, it had already reached
crisis proportions. The complexities of running a college
preparatory school which was still half street academy, in
addition to the unresolved differences among staff members
regarding the school's objectives and methods of approach,
were too much for this young insitut'ion to cope with.
In retrospect, it is this writer's opinion that the
differences which existed between the two camps were not
unresolvable . However, the factors of ego, youth, and in-
experience prevented the negotiation of a settlement. William
Smith’s conclusion that the core of the conflict rested on
the fallacious assumption by some staff that the school's
administration was a democracy is true, but in this writer's
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opinion, incomplete. The Headmaster did have ultimate respon-
sibility for all matters pertaining to the school. And, the
fact that some staff believed that the affairs of the school
should be governed by the total staff did significantly con-
tribute to the eventual confrontation. However, the school's
failure to reconcile critical differences among the staff,
to make formal decisions about how the differences in edu-
cational needs among students would be dealt with, and to
initiate a staff development program to faciliate the staff's
response to the increasingly difficult problems it confronted
were also significant contributing factors to the confrontation.
The major result of this confrontation was a significant
increase in staff meetings to discuss the school's purpose,
operation, and development. Although no formal plan for
staff or school development was instituted, the increase of
communication among staff, regarding all issues pertaining to
the school, led to the development and refinement of several
new systems for the management of the school's operations.
Gradually, the school developed the following practices and
procedures
:
1. Entrance requirements and admissions procedure.
The entrance requirements were redefined to
identify students whose academic development was
more appropriately suited for college prep work.
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This also reduced the number of old street
academy students who needed remedial attention.
Students who were not functioning on or around
the ninth grade level, were referred to Project
J.E.S.I. or the OWL Adult Basic Education
Admission to SASSI required that students take
the Stanford Academic Achievement Test and write
a one page composition on a topic of their choice.
It should be noted that these examinations were
for diagnostic purposes, to aid the College
Placement Officer, this writer, to determine the
specific needs of a student and the appropriate
program for him. A student orientation booklet,
The Hip Book
, was developed to provide students
with all necessary information regarding pro-
cedures, courses, teachers, evaluation, college
placement and so on. Also, the number of students
enrolled was limited to 85.
2. Academic staff coordination. Regular meetings of
the academic staff were instituted. These meet-
ings had several purposes. First they provided
a regular forum for the discussion of issues
pertinent to the program. Secondly they were the
foundation for curriculum development, review, and
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modification
. This was particularly important for
SASSI
' s instructional design, as one of its aims
was to integrate themes and skill development
areas across various disciplines. Thirdly, a
Spot Evaluation" and a "General Progress Report"
were installed as supplements to the regular
student evaluation procedure. The progress of
each student was regularly reviewed by the entire
faculty, using the three kinds of evaluation re-
ports available and the knowledge of the instruc-
tional staff regarding a student's progress. (see
Chapter 5*) This facilitated staff decisions on
student readiness for college placement, provided
specific feedback for inquiring students, and al-
low( d staff to construct collaborative strategies
to deal with students' problems or capitalize on
learning opportunities.
3 . Personnel policy and administrative procedure. A
personnel policy statement was developed by the
Headmaster and approved by the Board of Directors.
This statement provided detailed information on
the conditions of employment, the rights of the
employee, grievance procedures and so on. (see
Appendix A.) Total staff meetings were instituted
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on a weekly basis, and administrative feedback
forms were developed to facilitate feedback on
"things" from staff and students. Management
procedures were also created to aid collaboration
between the various program "heads" and to accom-
modate such needs as space and materials dis-
tribution, typing and photo copying, and materials
ordering
.
4. The creation of new administrative positions. As
SASSI grew and added new program components such
as SALT newspaper, the Communications Training Pro-
gram, and the Video Production Program, its admin-
istrative design was modified to facilitate more
effective management of its program components.
A director and assistant director of the academic
component were appointed. Their sole responsibility
was to manage SASSI Prep. * Likewise, directors were
appointed for the other major components of SASSI.
The Headmaster's function became that of an ex-
ecutive director, overseeing and facilitating the
management of all of SASSI' s programs.
These developments, many of which are standard procedure
in most organizations, represented a major step in the organ-
izational development of SASSI. Their installation not only
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facilitated staff coordination, but also had a
impact on programs’ quality and productivity,
will be explored in greater detail in Chapter
noticeable
This impact
5 -
CHAPTER V
The SASSI Prep Model
Introduction
What is the meaning; of 'Everybody is a Star'? I
know, a lot of folks who aren't .
We believe that every SASSI student is a ’mine
rich in gems' and that each individual can develop
many beautiful qualities that will benefit him/her-
self and everybody else.
Anybody who has been told or has come to believe
that he/she is stupid and does not possess these
shining qualities and powers, has been brainwashed
and duped.
'Everybody is a star, one big circle moving
round and round' Sly. He
SASSI Prep was designed to "supply a human environment
where its students can feel natural and learn the knowledge,
skills and discipline necessary for success in higher
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education." SASSI was founded on the belief that many
students who had experienced failure in their public edu-
cation training were nonetheless capable of achieving success
in higher education. Its objective was to enroll and prepare,
academically and attitudinally, high school dropouts for
college, and to assist them in gaining admission and financial
aid to the college of their choice. Its target was that
segment of the student population with the least access co
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these kinds of services, blacks, Puerto Rican, and poor
white high school dropouts.
This chapter will provide comprehensive documentation
and analysis of the SASSI Prep street academy program. Its
aim is to identify the factors which contributed to the
successes and failures of SASSI. This chapter will focus
on the following major areas of SASSI Prep: l) the student
population; 2 ) the school's environmental design; 3 ) the
administrative and instructional staff; 4 ) the curriculum;
5) student/teacher evaluation; and 6 ) college placement.
It will also identify, document, and analyze relevant sub-
components of these areas. To support some of its con-
clusions, this chapter will excerpt relevant passages from
an evaluation of SASSI conducted by John A. Dolven of the
Smith College School of Social Work entitled, A Follow-Up
Study of a Residual Educational System: SASSI Pren .
The Student Population
Most SASSI students were either identified by the Out-
reach Worker, or referred to "The Prep" by a friend or
relative. The average grade of public school completed by
a SASSI student was 11, however, the average level of reading
comprehension was 9th grade. SASSI was equipped to accom-
modate 85 students per semester. Its average enrollment was
approximately 65-70 students. The following statistical
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profile provides a comprehensive view of SASSI students.
The questionnaire used to collect these data was distributed
to 50 students. The profile is based on the 36 students
who responded:
Ethnic background:
Black - 72%
White - 22%
Puerto Rican - 6%
Family:
30.676 of the participants are themselves welfare recipients.
20 •?% of 'the participants' parents are welfare recipients.
39% are from a family of 5 or more members.
School
:
20% v/ere referred to school psychologist in elementary
or secondary school
.
1476 were in "slow," "auxiliary," or special classes in
public school.
7876 were sent to a principal or counselor for "bad"
behavior with the following frequency: infrequent - 33-3%»
frequent - 48 . 15%, many times - 18.52%.
16% were in special reading classes.
8% were referred to speech pathologist.
57% v/ere suspended or kicked out of public school.
42% left on their own accord.
Drugs
:
6l% have
33% have
22% have
38% have
33% have
2% have
smoked marijuana,
used LSD
.
used heroin,
used cocaine
.
used pills.
been addicted to heroin.
Crime
:
38%
44%
19%
11%
have
have
have
have
been booked at police headquarters.
been formally charged with violations of law.
been convicted of a crime
.
served time in reform or penal institutions.
Academic Ability:
The average student is 18 years old.
The average score^y^tuLnts^n^he Stanford Achievement
Test is 9 . (See Appendix B for Master Questionnaire and
Testing results.)
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OVERALL STATISTICAL DATA:
Number of enrollees since inception -- 250
Average yearly enrollment -- 85
Black Students - 63%
White Students
- 30%
Puerto Rican Students - 6%
Other (American Indian, Jamaican) -- 1%
SASSI Prep graduates ( 1971 - 72 ) -- 68
Number graduates matriculating college (1971-72) -- 53Number graduates placed in jobs (1971-72) -- 15
Number of graduates currently in college ( 1973 ) -- 43
Number of students still on jobs where placed (1973) -- 8
As the student profile indicates, most of SASSI'
s
students had encountered difficulty in many areas of their
lives. It was more common than not for a SASSI student to
come from a single parent home, live among intense domestic
problems (e.g. alcoholism, drugs, or extreme poverty), or have
single parent responsibilities. For many male students, the
only success experienced was in the athletic area, or among
their peers, if they had a widely known reputation for being
"cool," "bad" or "dangerous." Female students, in many cases,
had even fewer avenues of expression and tended to be either
very quiet or very "loud," with infrequent exceptions.
Almost without exception, the reference of SASSI
students for school, teachers, and administrators was deeply
negative. John Dolven, in his evaluation of SASSI Prep, cites
the following interview quotations as generally indicative of
SASSI student's attitude toward public school:
Teachers were guardians, they put you off. If
you knew too much, they cut you off. They couldn't
have cared less about what you wanted to know.
What was the point of doing the assignments if they
don't care about you. 11 ^
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You could never get what you wanted, there were
so many rules and the teachers never believed
you. If you wanted something, or had a question,
they ignored you. 11 ^
My feelings about school was 'why bother.' They
had to have things a certain way, and man, .if
you didn't do it their way, that was it. 1 ^ 0
SASSI students believed that public schools were
places where they were perceived as insufficient, with less
right to a future of growth. Students also felt there was
little justification for the abundance of rules, and no cor-
relation between what they learned in school and what they
would have to confront in the real world. In short, many
students felt not only a deep mistrust of public schools and
teachers, but also that the time they had spent there had
been largely wasted.
It is interesting to note that during the last full
year of SASSI' s operation, at least one parent each month
voluntarily withdrew their child from public school and
sought their admission to SASSI. By that point, SASSI had
firmly established its reputation in the Springfield community
as a highly productive and qualitative alternative to public
school. Many parents felt that their child’s "best chance"
(last chance) was to enroll in "The Prep."
The SASSI environment . SASSI 's physical, educational,
and interpersonal environmental design was deliberately con-
structed to positively impact on the student's reorientation
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to successful achievement and self-appreciation. The
environmental design reflected the sensitivity of the SASSI
staff to the complex background, educational experience,
usually damaged self concept, and limited experience with
success of any kind of the average SASSI student.
The physical environment of SASSI was always brightly
colored, covered with student art and decoration, and the
product of the collective effort of SASSI students and
teachers. SASSI resided in three separate buildings during
its brief life . Two of those buildings were leased to the
program by the Springfield Redevelopment Authority for $1.00
per year. While this arrangement was financially convenient,
it required massive renovation of the building and vacation
at the end of each year so that the condemned building could
be torn down. The last building SASSI occupied was the
former office, showroom, and warehouse of an office supply
store. It was not condemned and was leased for considerably
more than $1.00. Like the others, however, it required ex-
tensive renovation in order to house all of the components of
SASSI
.
The preparation of each building was always conducted
during the summer. Students, teachers, and administrators
worked all day every day at recovering floors, painting walls,
knocking down some walls and constructing others. Students
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worked voluntarily and without pay during this lengthy and
laborious process. To this writer's surprise, students
seemed to enjoy the work and did not disappear when it be-
came difficult.
The benefits of this activity were numerous. The
miraculous transformation of these buildings was a source
of pride to everyone who had participated in their renovation.
Students developed a strong sense of SASSI's being "their
place," something they had helped to make. This sense was
the foundation of student commitment to the school, and of
their feelings of responsibility for and ownership in its
mission
.
Student-teacher relationships evolved as a natural by-
product of their collective effort to build SASSI Frep . Like-
wise, the students' relationships with one another gained new
dimensions as they worked together on a long term, "important,"
and difficult task. A deep sense of mutual respect was de-
veloped of staff commitment to them, in their effort to con-
struct a beautiful environment in which the students could
learn. Staff members were impressed by the zeal of the
students' work.
When completed, each building was clearly the product
of student decoration. This does not imply that work was
sloppy, quite the contrary, most of the work was amazingly
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professional for a group of amateurs. The color scheme of
SASSI varied from bright yellow and orange to "hot pants
red and bright blue. Student art work was ubiquitous and
widely varied. It included wall murals, dozens of oil,
acrylic, and water paintings, macrame, marble sculpture, and
hand decorated bottles. Everywhere one looked there was
evidence that the building was designed for students. The
significance of the student centered orientation of SASSI'
s
physical environment is underscored by Claude Horton and
Howard Wakefield, in separate articles they wrote on the
implications of physical environments for learning. Horton
concluded that learning environments, in order to increase
their positive impact on students, should be brightly colored,
have broad visible representation of student work, and be
diverse and eye appealing. Wakefield, who conducted a
study on the differences in academic development between
children in "regular" classroom environments and those in
"stimulating" environments, concluded that although there was
no noteworthy differences in academic achievement, significant
positive differences in group cohesion and student-teacher
122
relationships were observed.
SASSI physical plants were always designed in the open
air concept. Most activity was clearly visible. Reporters
for the Springfield Area Life and Times (SALT) could be seen
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putting together the bi-weekly issue. The video clinic and
graphics studio were constantly producing, as were the art
and sculpture studios. All of this contributed to the action
flavor of SASSI’s environment and was a source of interest
and inspiration to the students.
The educational and interpersonal aspects of the
environment were based on the belief of the SASSI staff that
the students could struggle to overcome former obstacles ana
achieve success. Students were dealt with in the confidence
that they knew many valuable things and that their contributions
to the program's development and maintenance were necessary.
Weekly "Community raps" were held. These meetings involved
all members of the SASSI community but were chaired by
students and focused on student concerns. They provided
students with opportunities to ask specific questions, air
complaints, and get answers to their concerns. Student input
to program development and maintenance was also sought through
the "Student Feedback Form." This form was regularly dis-
tributed to provide students v/ith an anonymous vehicle for
comment on a variety of school-wide concerns. Also, to pro-
vide students with input to the executive direction of the
school, two elected student representatives sat on the SASSI
Board of Directors with full voting privileges. (See Appendix A).
In his evaluation of "The Prep," John Dolven concludes
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that "SASSI is successful in establishing an environment of
mutual trust for its students He further stated:
Interviews revealed that SASSI represented a kind
of frame of reference against which the individual
could measure his personal achievement, his en-
vironmental setting, his self worth. The following
statements made in interviews illustrate this: 'I
could tell that they really believed I could do the
work, so I worked’; When I didn't work, I felt really
bad. I never felt that way in (public) school. It
didn’t matter how you did, they always made you feel
you were someone.' 124
Dolven offers the following in conclusion to his report:
SASSI graduates, without exception, expressed strong
positive feelings for the leaders of the SASSI com-°
munity, the teachers and administrators. The inter-
views were full of these overt positive feelings and
they were expressed with great conviction. That the
graduates felt their feelings were reciprocated has
been suggested in the discussion of trust vs. mistrust.
It was obvious that SASSI personnel had come to mean
a great deal to these individuals, that the inter-
relationships were far more satisfying than those the
graduates had experienced in public school. SASSI
graduates had clearly received the message that their
'growth and transformation' was, indeed, important and
did make sense . This mutual affection, respect and
confidence between the students and SASSI personnel
seemed to be a crucial ingredient in the struggle to
achieve an identity. (Dolven is speaking in an
Ericksonion context.) The dominance and intensity
of these positive feelings would suggest that. SASSI
personnel to some extent came to serve as positive
models for identification .
l
2
-5
Through a prolonged intense experience in an encouraging
and supporting environment, SASSI hoped to aid students in
developing their personal sense of strength and power to con-
trol their destiny. SASSI 's aim was to create an arena in
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which students could discover and confirm their potential
and develop "survival skills" which would help cope, grow,
and prosper. In most cases, this aim was realized. However,
some students who did well at SASSI, did poorly without the
support and guidance it provided. Of the first 44 graduates
of SASSI, 36 remained in college. One of the 9 that drop-
ped out commented, "nobody really cares what you're doing
126here." ' Also, despite the support SASSI attempted to pro-
vide, it was insufficient in helping some students overcome
their insecurities. Two students who had stolen a blank check
from one of the SASSI teachers, admitted, when caught, that
what they did was wrong, but emphatically asserted that the
act was not evidence of the betrayal of their friendship and
respect for the victimized teacher. According to them, they
needed the mo: ey and therefore stole the check. These students
had each been enrolled in SASSI for over a year and were doing
well. However, when push came to shove, their sense of the
options available to them was quite myopic.
Had it been possible, the ideal situation would have
been to develop relationships with other service agencies
designed to provide support in areas which SASSI could not
(e.g. mental health, physical health, family counseling, drug
counselling) . Unfortunately, many of these agencies either
did not exist or had reputations for providing low quality
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services. Consequently, SASSI was never able to develop a
comprehensive student support service system. This was a
®i§^il'icant weakness of the program, not because a great
number of students failed because of limited access to these
services, but because the total development of many students
would have been greatly enhanced had these services been
available
.
Student enrollment and orientation . When a student
sought admission to SASSI he was first interviewed by the
Director of College Placement or the Director of the Academic
Program. The interview was informal and sought only to acquire
information about the student’s educational background, and
provide him with information about SASSI. The student was
given an admission application and a copy of the SASSI Hip
Book . He was given the reading comprehension component of the
Stanford Achievement Test and asked to compose a one page
essay on a topic of his choice. It is important to note that
the purpose of the test and essay was to ascertain if the
student's level of basic skill development was sufficient
for him to take advantage of SASSI' s services. This point was
always explained to the student.
Because the test was primarily diagnostic in function,
review of its results* to determine the student s suit-
ability for the program, was flexible. If the student had a
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7 >5 or 8th grade reading score, and a strong essay, he
would usually he considered strongly for admission. If the
student was clearly unprepared for college prep work, he was
referred to the OWL Adult Basic Education Program, or to
Project JESI to improve his basic skills. Students were
assured admission to SASSI if they raised their basic skill
level to 9th grade and reapplied.
The key element of student orientation was the SASSI
Hip Book . (See Appendix B) . It was euphemistically referred
to as "the hustler's guide to SASSI Prep." The booklet con-
tained a complete description of SASSI in a question/answer
format. The SASSI Hip Book was 4|r" x 8" and had the SASSI
theme song centered on the cover:
Everybody is a Star
I can feel it when you shine on me.
I love you for who you are,
Not the one you feel you need to be.
Ever catch a falling star?
Ain't no stopping till it's in the ground.
Everybody is a Star,
One big circle moving round and round.
Sly
The SASSI Hip Book’
s
value to the program was two-fold.
First, it accurately captured the flavor of SASSI, that is,
it provided a service to students in a way that increased
their ability to take advantage of it. The Hip Bo ok was a
student centered document; not only was it written m a
format which is easy to grasp, it also contained guidelines
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and rules which were aimed at student benefit and not student
restraint. Second, it clearly conveyed a portrait of SASSI
as a take care of business" school, where achievement was
the expectation and work was the vehicle. The booklet was
used effectively for student recruitment as well as student
orientation
.
Other Considerations Regarding; Environment Impact
. T> e
total environment of SASSI was a major factor in the encourage-
ment and support of students in their efforts to redirect
themselves toward significant educational development. As
evidenced by the conclusions of John Dolven, the SASSI en-
vironment was also the foundation of student trust of SASSI
teachers and the developmental process in which they col-
laborated. Perhaps the most significant product of the total
environment, however, was the achievement and sustained
maintenance of racial harmony within the school. During the
entire time SASSI was open, there was only one minor conflict
between a black male student and a white male student.
The white student population of SASSI, which comprised
30$ to 40% of the entire population at any given time, was
generally more advanced in academic skill development, than
the black population. However, this difference was never al-
lowed to become a source of friction among students. Instead,
the skills of all students were used strategically to
facilitate the advancement of all students. Specific examples
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ol "these strategies will be given in the curriculum section
of this chapter. The SASSI motto: "Unity in Liversity in
Learning" and the SASSI credo: "Everybody is a star," were
grappled with as basic principles of operation, and were
not limited to the logo of the school's stationery.
Some of the factors which contributed to development
of harmony were:
1 . The physical environment provided a happy and
humane arena for student interaction and
facilitated many levels of student exchange.
The increase in communication facilitated new
friendships and subsequently inter-racial under-
standing. Also, the relative smallness of the
environment (150 people) increased the frequency
of contact and decreased student polarization.
2. Many students had collaborated more than once on
the remodeling and maintenance of SASSI. For
most, that was the first time they had worked
for a prolonged period with anyone of a different
race. All of SASSI ' s action projects involved the
same kind of collaboration.
3 . The contributions of all students, whether in a
classroom discussion, art display, or community
rap were valued. The active assumption of SASSI
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staff, was that all SASSI students were capable
and "in the process of becoming." Greater
emphasis was placed on student effort than on
immediate product quality, in the knowledge
that persistent effort would eventually lead
to an increase in product quality.
4. The SASSI staff, itself inter-racial, worked to-
gether well and hard to educate the students.
Staff conflict was minimal and their interaction
provided a viable role model for the students.
Administrative and Instructional Staff
The demands placed on the administrators and teachers
of alternative schools are, in many ways, more varied and
complex than those placed on public school teachers. Deal's
analysis of the six major differences between public and
alternative schools reflects those demands, and justifies
his contention that many alternative schools failed because
of their inability to deal with the consequences of innovation
.
Street academy administrators and teachers have at-
tempted to provide effective education to people who had
among the most complex and problematical educational back-
grounds available. Often the demands of this enterprise proved
too much for individuals. This partially explains the relatively
high staff turnover rate at many street academies.
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As explained in Chapter 4, SASSI Prep experienced
staff and organizational crises similar to those experienced
by other academies. However, SASSI managed to use that ex-
perience as a foundation for futher growth by consolidating
its organizational mission, developing a more comprehensive
management system for academic affairs, and by rethinking
the skills necessary for staff effectiveness and pursuing
people with these skills.
In an attempt to stabilize its organization through the
addition of staff whose skills lent themselves to the peculiar
demands of street academy work, the administrators of SASSI
(including this writer) developed the following as minimum
criteria for the hiring of SASSI staff:
l) Maturity. It is imperative that street academy
personnel, regardless of role, be mature, responsible,
relatively independent and have a well consolidated
identity. People who are habitually afflicted with
crises, wishy washy, have a need to finish their
growing up, or simply lack purpose will be unable to
offer definitive guidance to street academy students.
Also, these people will not be able to withstand the
emotional drain of street academy work. Their potential
will be greater in contributing to problems, than to
their solutions. This is clearly evidenced by the
10 ?
nature of the continuous staff conflict at the Elm
City Street Academy, cited by Vernon Moore. 131
2) Academic competence. Street academy instructional
staff must not only be competent academicians, they
must also have a passion for their discipline. To
be effective, street academy instruction must be
stimulating and purposeful. Students who are told
to tolerate grammar because they will need it in col-
lege, will tire quickly. Instructors must be able to
make course work, especially that which is traditionally
dull i.e. grammar, mathematics, and vocabularly, an ex-
citing and meaningful pursuit.
3) Confidence in student ability. As demonstrated by
Rosenthol and Jacobson, students will respond to the
1 32level of teacher expectations. An effective street
academy instructor, however, must not only have con-
fidence in his students' abilities, he must also be
flexible in pursuing the means of their expression.
He must be able to identify the value in every student
contribution and use that as the foundation for
student development.
4) Collaboration skills. A student's academic and
affective reorientation can seldom be accomplished
by an individual . More likely it will be the product
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of a collective effort which offers different arenas
(perspectives, avenues, activities) for the develop-
ment of the skill complement the student needs.
Therefore, street academy teachers must he willing
collaborators. This point also has implications for
basic agreement among staff regarding the academy's
primary objective and the thrust of the general pur-
suit of that objective.
5) Freedom from prejudice. It may seem absurd to
mention freedom from prejudice as a necessary strength,
given that most academies are staffed by black people
for black people. However, blacks, as well as whites,
may harbour notions, preconceived expectations, and
unconscious habits which suppress to expression of
potential among students.
In reviewing this list of necessary strengths and
skills, it may occur to the reader that they are simultaneously:
A) skills all effective teachers must have; and B) skills that
are difficult to identify in most teachers. This, however,
is precisely the point. An alternative school must be
staffed by people capable of representing a viable alternative,
both in the method and content of their instruction, and in
the skills and qualities they possess as individuals. Since
the assumption of street academies is that students are
capable of academic achievement, the task must be to show
109
them how to pursue it.
Administrators, in addition to the same skills as
teachers, must possess management expertise, problem solving
skills, and a strong vision of the academy's mission and how
it may be most effectively pursued. It should be evident,
that this writer's position is that the competencies neces-
sary for street academy personnel must, by the nature of the
situation, surpass those of regular school employees.
Other Considerations . The issue of ethnic diversity is also
a key consideration. Some have argued that because street
academies served a predominantly black clientele, their
staff should be predominantly black as well. They contend
that the power of staff role modeling is enhanced when the
student can identify with the model . This writer agrees
that academies should reflect the ethnic distribution of the
student body. However, it is this writer's contention that
staff should be ethnically diverse as well. Learning to
cope with and harmoniously relate to racially different
people is a key asset to anyone who plans to live in this
world. If a student does not develop this ability, particularly
as the result of the "hate whitey" orientation of an influential
teacher, he will be crippled in dealing with a wide variety
of personal, social, and professional situations. ^elf-pride
and a deep appreciation of one's racial, cultural, and
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religious heritage, can more easily and benefically be
developed on the strengths of one's culture than on the
weaknesses of anothers. If a viable ethnically and culturally
diverse environment can be achieved, a dynamic model for ef-
fective interracial action can be added to the models of ef-
fective individuals.
The SASSI Prep staff . During the third year of its operatic. 1
,
the SASSI Prep staff included six permanent teachers, a
Pupil -Personnel Coordinator, and the Headmaster. The staff
was supplemented by a steady influx of student teachers,
usually one to three per semester, and Lancastrian in-
structors (students with expertise paid to teach a course)
.
Of the permanent instructional staff, three were black men
with ages ranging from 22 to 43. two were white men both 30.
and one was a white woman aged $6 . The Pupil-Personnel Co-
ordinator was a black male age 34, and the Headmaster was a
black male age 2 7*
Two members of the permanent instructional staff had
administrative responsibilities in addition to their teaching
duties. One was the Director of Academic Program, a
position held by this writer during the last year of SASSI 's
operation, the second was Assistant Director of the Academic
Program and Director of College Placement, positions held by
this writer for two years.
Ill
The SASSI Prep administrators, excluding the Head-
master, taught 20 hours per week, or four classes per day.
All instructional staff, administrators, and administrative
support staff had student counselling responsibilities in
accordance with the design of the SASSI Total Counselling
program, which is explained later in this chapter.
The Pupil-Personnel Coordinator was responsible for
\
student recruitment and the coordination of student support
services. The Headmaster was the primary fund raiser, arid
participated in all other phases of the total operations
design and administration.
All staff were employed under the conditions of the
SASSI Personnel Policy, which was used in lieu of a contract.
(Appendix C) . This policy spelled out the specific respon-
sibilities of each employee, fringe benefits, and grievance
procedures
.
All permanent instructional staff members held bac-
calaureate degrees and all but one either held or were in
the process of acquiring graduate degrees.
General Characteristics of the SASSI staff. All of the SASSI
instructional staff had a better than average professional
knowledge of their discipline. They were primarily positive
people and possess high degrees of collaborative ability.
All enjoyed teaching and frequently worked beyond the era of
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"the working day. The staff was well balanced in "terms of
teaching style. About half of the SASSI staff was low key
and fairly conservative in perspective and approach to sub-
ject matter. The other half was conspicuously more flamboyant
and up beat. Despite differences in race, style, perspective,
and approach all of staff members were highly respected by
the students. Also, the staff was very consistent. Not only
was it extremely rare for a teacher to miss a day, due to
illness or other considerations, SASSI teachers were very
reliable in their follow-up of promised activities and
special projects.
As an example of the diversity which existed among the
SASSI staff, consider the following descriptions:
l) The SASSI art instructor was a 56 year old, wealthy
white woman. Her appearance was classically New
England: short hair, no make up, and dressed in muted
tweeds and soft soled shoes. During her tenure at
SASSI she never missed a day of work, always attended
the long staff meetings, and frequently developed
special art projects involving the students and the
community. The evidence of her effectiveness was
on all the walls of SASSI. Although art was an
elective course and not required by SASSI, almost every
student who enrolled took art semester after semes ter
.
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This fact is particularly significant because only a
small percentage of these students had taken any art
instruction in public high school according to their
transcripts. Her talents included the mastery of
several arts and crafts mediums and techniques, and
the firm conviction that everyone had some artistic
potential. It frequently amused this writer to observe
her effective dealings and good relations with young
black men who had been suspended and/or expelled from
every high school in Springfield because of their con-
flicts with teachers. Her straight forward, un-
pretentious manner made her an effective teacher and
close friend to many of the students.
2) The rhetoric/black literature instructor, by con-
trast, was a young black man who held a doctorate in
English, was an accomplished playwright and profes-
sional modern dancer, and wore black pattened leather
platform shoes, bellbottoms, and "Mickey Mouse" halter
tops in the winter time. He was gifted, if not a
genius, and taught grammar as if it were the "stuff of
life." When students spoke out of turn or did not pay
attention he would firmly assert, "Ice that shit and
listen to what I'm running down." He was idolized by
the students, and the genuine friend of the art
instructor
.
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Good relations among the staff were the rule. Staff
members liked one another and respected their mutual skills.
With the exception of the staff crisis described in Chapter 4,
there was never any conflict between the teachers or admin-
istrators. The staff had a very clear notion of the school's
objective and of the general thrust of the pursuit of that
objective. They also possessed a sensitivity to the need for
their collaboration, on a variety of levels, to make that
pursit effective.
Admittedly, the flavor of these descriptions is fan-
tastic. However, it is fact that these circumstances existed.
The instructional staff at SASSI Prep was an unusual col-
lection of individuals. At earlier points in SASSI 's history,
equally competent staff were constantly at each other's
throats. At still other times, some staff members lacked
the academic foundations for effectiveness. The staff de-
scribed here, however, was a highly 'talented, mature, and
committed group of people who liked each other and what they
were doing. This was the key to what SASSI achieved.
The Lancastrians . The Lancastrian program was named
in honor of Lancaster, the English educator who created the
monitor system and designed the public school system in
Massachusetts. The Lancastrians were a special group of
students, each with a particular area of expertise, who were
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paid under a special grant to teach courses at SASSI . They
had all of the responsibilities of regular teachers, were
subject to evaluation by the students in their classes, and
had to maintain a high level of achievement in their own
course work. Lancastrians taught in the areas of philosophy,
photography, piano, conversational Spanish, religion,
journalism, history, writing and film-making, library
science, and sculpture.
The first group of Lancastrians was nominated by the
instructional staff. The fourteen students nominated met
several times to discuss the criteria for the selection of
Lancastrians, and the kinds of courses each would like to
teach. At the end of the summer session, that group voted
for the eight, among themselves, who they felt were most
suited for the Lancastrians role. The eight selected in-
cluded two blacks, one Puerto Rican, one American Indian,
and four whites. Four of the eight selected were former
herion addicts and all of the eight were high school drop outs.
The original twelve week pilot grant for this program,
granted by the New England Program in Teacher Education,
provided $73.00 per week for each Lancastrian. When the
program was continued, it was decided that each Lancastrian
would be paid in accordance with the scope of his responsibilities
and not on a uniform basis as before.
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The courses taught by Lancastrians were electives.
They were well attended by students and staff members, and
were generally well taught. The following statement is an
evaluative conclusion of the first twelve week period of the
program, drafted by William H. Smith, the program's
developer:
Conclusion : The original notion of the Lancastrian
breaking down the traditional authority-barrier
between teachers and students turned out to be ac-
curate. Students made a big point about how com-
fortable they felt with the Lancastrians.
Second, the idea of having Lancastrians create greater
diversity in the curriculum by bringing experience and
knowledge into the program that regular teachers lacked
was exemplified in the work of Carmen Rivera, Timothy
Love, and Edward Donawa. These Lancastrians had know-
ledge- -cultural
,
technical, and academic--that no staff
members possessed.
Third, the idea of the Lancastrian position serving as
an incentive not only to those who are chosen, but
also to other students who are striving, was validated
by the present desire of many students to become
Lancastrians, and the pride of those who participated.
On the critical side, four Lancastrians reported that
they would have liked more support from the regular
teaching staff both for aid in problem-diagnosis and
strategies for solving them. They also needed more
_
help in preparation and selection of teaching materials.
The "natural selection" process for hiring and training
Lancastrian teachers was generally successful because
six of the eight chosen, worked well and easily as
teachers. It reduced the time _ necessary for formal
teacher-training and stressed instead, informal learn-
ing of teaching skills.
All of the Lancastrians had effortless rapport with
their fellow students so that teaching performance was
easily distinguished from communication . 1 33
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Student—ts&chs^s . Student teachers were used "to supplement;
"the SASSI instructional staff's course offerings. Ordinarily,
one to three per semester worked at SASSI. Although a care-
1
ful effort v/ac made to screen applicants for student teach-
ing! the quality of the interns hosted "by the program proved
difficult to regulate. Some student teachers were consistent
in attendance, quality of instruction, and personal manner.
Others were equally inconsistent.
The major problem in dealing with student teachers was
their general lack of maturity. For example, although the
possession and consumption of drugs and alcohol were strictly
forbidden at SASSI, some student teachers thought that shar-
ing a smoke, snort, or drink with students during a break was
a "hip" way to gain their favor. When discovered, these
people v/ere immediately terminated and the students involved
suspended. However, the damage done to the school's environ-
ment by such an episode took time to repair.
The teaching duties of student teachers were facilitated
and closely monitored by the Director and/or Assistant Dir-
ector. The evaluation of the student teachers' performance
was also conducted by the administrators. While ao SASSI,
student teachers had total responsibility for uheir courses.
They did not function as substitutes for the regular in-
structional staff, nor did they operate as team teachers.
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In retrospect, this writer has concluded that given
the size of the academic program, the number of student
teachers it hosted during a semester should never exceed
one. The management time and potential for unanticipated
difficulty was too great for the benefits returned.
Final thoughts on the SASSI staff . The full complement of
SASSI instructional staff represented a widely diverse unit.
Its success in the education of high school dropouts was at-
tributable to the clarity of its mission, the unity of its
action plan, its ability to collaborate, maturity, and profes-
sional competence. This writers purusal of the factors con-
tributing to the success of some academies and the failure
of others, has led him to conclude that the key factor is
the instructional staff's constancy in their pursuit of the
qualities discussed earlier. All street academies either
observed or studied by this writer have been relatively suc-
cessful in the education of dropouts. The degree of success
they achieved, however, has depended upon the ability of the
staff to resist "emotional burnout" and the deterioration of
their values.
The SASSI staff managed to resist both, even during
the yearly budget crisis during which paychecks were not
issued for periods of three to five weeks. Part of the
reason for this was that the staff was small and well organized.
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By its third year, SASSI was moving into high gear. The
students like and benefited from the program and the staff
members were beginning to see their enormous investment pay
off. A general feeling existed among the staff that they
had mastered the basics of running a street academy. SASSI
was moving and had the promise of a future.
The SASSI Prep Curriculum
During their tenure in public high schools, most SASSI
students systematically learned how to fail. Initial de-
ficiencies in learning skills (as opposed to abilities) laid
the foundation for the retardation of their learning skills
and hence the development of their expectation of consistent
failure. This expectation of failure was reinforced by
teachers, who diagnosed these students as "slow" or unwilling
to learn, by standardized achievement tests on which they
consistently scored poorly, and by their repeated failure to
confront and master subject matter. As time passed, not only
did these students fall behind in the mastery of grade level
subject matter, their learning skills deteriorated signif-
icantly and their expectation of ever achieving success in
the academic arena all but disappeared. Along with the slow
death of hope to gain useable skills or knowledge from school
came the even stronger awareness that the avenues opened to
these students (i.e. further education, job training, or
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employment with a future) were growing more limited with
each year that passed. These students had become "inef-
fective learners," "whose accumulated learning precludes,
inhibits, slows up or place limitations on the rate and
1 34
scope of present and future learning." J
The SASSI curriculum was designed to destroy the ex-
pectation of failure and replace it with the knowledge and
skills necessary for success. Its vehicle was not simply
intense compensatory training in the disciplines, for, as
noted by Jordan and Spiess that is insufficient:
The point here is this: that disadvantaged students
simply given information in subject matter areas
(math, science, biology, etc.) as remedial work and
perhaps a variety of cultural enrichment experiences
to supplement it, but no information and experience
that will enable them to master the learning . process
itself--such students have no hope of 'catching up'
and staying 'caught up.' Although temporary . gains
may be made through remedial efforts, there is no
efficient way of consolidating those gains and con-
verting them into permanent assets without mastering
the fundamentals of the learning process itself. 1^
The primary objective of the SASSI curriculum was to
help students become more competent learners through the
development of those skills which are integral parts oi the
learning process. Specifically, this writer is referring to
development of the students' ability to conceptualize, read
with speed and comprehension, write cogently, clearly,
did
critically, analyze complex problems, develop volitional
competence, and by doing so develop confidence m their
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learning skills and the expectation of success in a learning
situation. The SASSI curriculum also attempted to develop
the students' aesthetic, philosophic, and cultural awareness
as an imperative dimension of their positive reorientation
to knowledge, learning, and consequently an enhanced self-
concept enhancement.
In regard to the SASSI Prep curriculum, the Dolven
study concluded?
SASSI 's greatest contribution to the growth of
initiative and the freedom for a kind of disciplined
role experimentation seems to evolve from its ed-
ucational curriculum which is evenly divided between
classroom study and vocational skills training.
SASSI' s brochure claims that, 'Any good inner-city
educational program must prepare its students to
deal with the harsh reality around them as well as
for the academic game in college, or else it is doing
them a disservice.' This conviction in combination
with the way in which learning tasks are introduced
provides the key to the development of initiative at
SASSI
.
Personal observation as well as the individual inter-
views with the graduates and the administrators
revealed that SASSI consistently presents proof that
there is a valuable (value to him; end to each learn-
ing task. The graduates implied, and some stated
explicitly, that it was this proof, or assurance,
that stimulated the desire to undertake a task, and
furthermore, to complete it. One graduate said, (name
of English teacher) showed me that you didn't have to
write just to get your ideas across. The important
thing was to write what you felt; then you could fix
it up. I wrote a lot of things for SALT
.
That the SASSI curriculum was effective is evidenced by
both the graduates of SASSI Prep and the success of those
graduates (all of whom were high school dropouts) in college.
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To understand the SASSI curriculum 1 s design, it is necessary
to understand the pedagogical perspective of its designers.
The following interview quotations of three former SASSI in-
structors provide some insight into the assumptions on which
the SASSI curriculum was based:
Critical Writing: Doug Ruhe
THE PROBLEM:
My students at SASSI Prep are veterans of public
school education. They love to analyse, criticize
and define in class discussions, but most of them
panic when they are asked to write an essay. And
the results of their nervous efforts are usually
fragmented, unclear and lifeless ... in the beginning.
They lack a bas»ic skill necessary for the future
challenges of college and professional work. I teach
them that basic skill
.
SASSI students are not unique in their lack of
confidence and skill in writing compositions. Very
few college freshman have learned to write fluently
and well during their years of public and or private
schooling
.
The explanation of this widespread deficiency
is obvious: critical and creative writing is not
taught as the main subject of any course in the . con-
ventional high school curriculum. Instead, it is
merely an element of English classes in which studencs
are required to write a few essays each semester about
the "subject matter" of the course, customarily ancient
literature in a thick textbook.
The teacher must read and "evaluate" a huge
collection of essays each time he/she makes an
assignment. No wonder there are so few essays
written in the average class! No wonder "evaluation
often has so little relation to content and appears
to be the result of skimming for gross errors.
I!
Furthermore, most teachers do not write the
compositions they assign to students and, thus, do
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not teach by example. Consequently, students'
verbal skills are not naturally and effectively
translated into writing skills. They react to
writing. assignments with fear, avoidance and
paralysis. Their powers atrophy, instead of
gaining force and style.
THE SASSI SOLUTION:
SASSI requires all academic college prep
student's to spend one hour per day in Critical
Writing. This course is designed to teach students
how to be confident and competent essay writers.
Confidence is taught by constant practice - 2 or 3
essays per week. Competence is taught by having
all class members, including the instructor, join
in the process of "evaluating," "correcting,"
editing and rewriting each essay. After each in-
class writing assignment is completed, multiple
copies are made of each writer's paper. In the
following class period, all papers are read aloud
and discussed by the whole class. Critical con-
sciousness is developed by the example of the
teacher's essays and through this gradual "work-
shop” process. Individual style and creativity
is encouraged. Thus, students learn to edit and
rewrite their own prose and also to "hear" errors
in punctuation and grammar.
Students in Critical Writing, finally must
write "finished" essays, poems, short stories, plays
or monologues for publication in SALT Newspaper or
elsewhere. Thus, the final objective of good writing
at SASSI is used by the community for knowledge,
information or entertainment. 1 -^
SCIENCE: CHUCK HORN
I always alternate activities and have a.
large variety: science methods, research, environ-
ment, nutrition, poison prevention, sex education,
human heredities, evolution theory, human body,^
diseases, and mental health. And I also feel that
a lot can come out of the students. They know more
than they think because they have learned a lot
about science unconsciously. So I try to have 'them
bring out the points and concepts as much as possible
Before class, I'll get a series of questions and make
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little . notes to myself about some of the areas ofinves t.Lgation and answers that I have in mind and
some directions for the discussion. However, if
the students come up with new directions, that's
fine .
Then after a day of classes, I make notes of
what points and concepts and information was covered
and to plan the many things brought up by the students
that I had not originally had in mind.
Usually in a school, you have a list of material
you will cover. Whereas here at SASSI
,
I can pull
it all together and fill in the gaps by this group
process of exploration and then require the same
body of knowledge that I expect them to learn and
know for tests.
The students get a very insecure feeling when
there is too little structure in the class, and,
personally, I feel insecure, too. This is why I
organize the process and pull it together into a
structure for the students. The whole idea is,
though, that the structure grows out of the group
process of exploration and is not imposed by me
beforehand
.
This method of teaching was something I had
attempted during my four prior years of teaching in
public chools, but it was something I was not able
to develop because of the limitations there. But
here at SASSI, I have been free to develop it. 1 3°
ART: LIBBY KING
I am a humanist. I believe in the dignity of
man because I think that we have a hidden source,
a life of the spirit which is unique to each one of
us - and just as the branch of a tree - easily
broken, easily stunted in growth.
Art can help humanness develop and the art
teacher can help specifically by encouraging aware-
ness of the human qualities developed through: art
appreciation, art history, as well as through art
participation in the 'creative' sense. .This. can be
developed through programs encouraging individual
response to form, color, and expression in the
natural order of things. Art can be used as a mirror
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"to reflect attitudes, prejudices - to discover the
inner source of who you are and how you feel and
why you feel
.
There is much art ready to come out of the
'inner-city.' Art talks because in today's world,
visual expression is direct and can be a powerful
means of communication.
At SASSI, there is a valuable exchange between
staff and students resulting from the unpressured
climate as well as from the stimulating effect of
being part of an evolving, independent, alternate
program to meet the changing needs of education.
Meanwhile, looking back on my recent teacher-
training, I would like to stress the participation
of the UMass. Action students plus education majors
as they gain valuable experience they also vastly
enrich the program at SASSI.
I believe that if a person spends his time in
trifles, he cheats himself of his humanness - we all
have an innate human drive to produce something
worthwhile and through art study we can broaden our
range of achievement.
Art programs should reflect today's needs.
Those needs include harmony and balance for the
individual and the ability to communicate through
art expression. Art shouldn't be presented in a
haphazard fashion, which it often is. Students should
go through the fundamentals, techniques, . colors, etc.
There is a wide range of results from this ordered
teaching process. The students are satisfied with
their progress and also surprised that they can ex-
press themselves. They have so much to say. It
has been pent up and it comes out as art.. The manner
in which you motivate students is what's important.
They don't want to make art for money but for something
deeper
.
I believe that all great works of. art include
three characteristics: dimension, design and ex-
pression. So I stress those aspects to students.
Dimension includes depth and bulk arid space. Much
art that is currently popular, is very flat. 'That's
why it's not going to be lasting.
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Art can be formal or informal. There is no
magic formula for art. And I feel that everyone hastalent because everyone has something to express.
Talent is just having the interest and discipline.
That's why I have the students doing exercises: so
I can show them ways and means to help them express
themselves
.
Most of all, the students learn about themselves
from art. 1 39
The reader will note that each of the SASSI instructors
expressed similar pedagogical views. The statements in-
dicate the instructors' conformity with the thinking of
Ralph Tyler, that curricula should be based on three data
sources: the learner, the society, and the subject matter,
and of John Goodlad, that the values of the curriculum de-
141
veloper should also be considered.
SASSI instructors viewed the students as active in
their learning processes, that is, they saw the students'
learning facilitated more by struggling with problems than
by being the passive recipients of information they were ex-
pected to feed back on examinations. This view is similar
to the view of information process theorists such as Piaget,
Bruner, and Jordan, that learners are active in their
selection of mental processes and consequently require the
development of those processes to insure the achievement of
learning competence. This position is clearly a rejection
of the behavorists' assumption that the learner is relatively
passive in the selection and regulation of his mental
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processes, therefore it is only necessary to control the
stimuli (curriculum content) to which he is exposed in
order to insure the appropriate response (learning outcome) .
The SASSI instructors’ position was that the simple
provision of knowledge in the disciplines would not serve
a student's needs when he confronted a problem which exceeded
the limitations of his knowledge. They felt it was neces-
sary to teach the student the skills needed to understand
and solve increasingly difficult problems so that a students
problem pursuit would not be limited to his current knowledge
of a subject.
All of this is not to say that SASSI neglected the in-
struction disciplines, quite the contrary, SASSI covered
many of the subject areas students needed for a basic foundation
for college. More importantly, however, SASSI sought to com-
pliment the exploration of knowledge with the development of
learning skills.
Some examples of the SASSI Curriculum . The SASSI curriculum
included courses in critical writing, English study skills,
black history, painting, arts and crafts, drawing, sculpture,
black literature, philosophy of basic ethics, mathematics,
and total theatre. See Appendix C.
The SASSI instructional staff attempted to develop a
balanced curriculum, the components of which complemented
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one another by emphasizing similar learning skill targets in
a variety of content areas.
The courses aimed at tapping the students' intrinsic
motivation by focusing on content areas in which students
had some interest and knowledge. Critical writing and
English study skills, for example, would have been very dull
had they been limited to the use of materials and methods
such as, ^0 Days to Word Power . SRA Kits for reading develop-
ment, and open topic essays day after day. Instead, students
read about and wrote critical essays on the Litton Industry
scandals, the teachings of the Nation of Is aim (Black
Muslims) as compared to those of the Koran , the Autobiography
of Frederick Douglas and so on.
The courses stressed the development of volitional
competence by starting with achievable goals and gradually
escalating the work required and its degree of sophistication.
Because SASSI had no district required minimum amount of
material to cover in a learning period, instructors could be
flexible about the amount of time and assistance they gave
students to insure their completion of each learning task.
It was critical that students develop the habit of finishing
each task they initiated. Without this ability no progress
could be made and no success achieved.
Analysis: the separation of a whole into parts for
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the purpose of examination and interpretation, was also a
key aspect of each instructional design. The objective in
teaching students how to analyze a variety of subject matter,
was to raise students' analytic abilities to the point that
they could generalize the elements of the analytic process
and apply them to any problem they confronted. For example,
in this writer's black history course, students were always
identifying, "The Man," as singularly responsible for every
problem they faced and every obstacle they had to overcome.
However, when questioned about the specific manifestations of,
"The Man," in their community, students were unable to offer
more than vague generalizations regarding the ways they felt
they were being oppressed. Because they could identify no
specific targets for change, most students felt it was neces-
sary to strike back with random violence. However, after
several weeks of reading about and analyzing the contributing
factors to be oppression of minorities, including the con-
tributions people made to their own oppression, students
began to draw radically different conclusions about how to
attack the problem. With the new information and the ability
to break into the understandable parts that had been an in-
comprehensible problem, students found viable alternatives to
their stagnant frustration. Understanding some of their
problems put the "ball in their court," their destiny closer
to their own control.
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Because student evaluation was not "based on the ac-
cumulation of right answers, cheating on tests and other
work was almost non-existent, and strategies to accelerate
student development through collaboration could be pursued.
The strategy of the critical writing instructor typified
this approach. The critical writing course included the
following objectives:
The writing course teaches students by means of constant
practice to criticize, edit, rewrite and finish their own
compositions and the work of others. Awareness of different
styles and techniques, as well as grammar, is sharpened by
having students read and write compositions in a variety of
modes: direct personal reporting, storytelling, impersonal
analysis, fantasy, propaganda, advertising, etc. The objective
of the class -s, therefore, to develop confidence in the
students' minds and writings.
Objectives:
1 . Write position papers on various topics.
2. Write narratives and descriptions based on personal
experience .
3 . Produce impersonal analyses, advertisements,
propaganda, fantasies, etc.
4. Complete major project: research paper, short
story or article
.
After writing essays on a similar topic, all of the
essays written, including the instructors, were
photocopied.
Then, one by one, the entire class read, critiqued,
and
This collaborative process acceleratedcorrected each paper.
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the students' writing skill development by reinforcing the
strengths and correcting the weaknesses of each paper. (It
should be noted tnat it was optional for students to put
their names on the papers.)
An American history course, taught by this writer, also
encouraged collaboration among students. The course focused
on key episodes in the development of the American nation.
The method of instruction employed included collaborative
analysis of the writings of people involved in the episodes,
the development of position papers by groups of students, and
a role paying game in which students attempted to act out
the conclusions of the episodes being studied.
The class studied an episode by reading, outlining, and
analyzing the writings of observers of the period and
especially those directly involved in it. These writings
were difficult to read but were more stimulating than a
standard history text because their interpretation was com-
pletely up to the students. At critical points, students
were broken into teams to discuss issues pertinent to the
episode and to develop team position papers. Multiple copies
of these position papers were made and they were debated by
the different teams.
After the episode had been thoroughly examined, but
before its conclusion was known to the students, several
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students were assigned the roles of the episode’s major
characters. Their task was to role play what they thought
each character would do and attempt to determine v/hat the
actual conclusion of the episode was. As the students
assigned roles acted out what they thought their characters
would do, other students monitored the process. When one
of the observers identified a flaw or inaccuracy in the
portrayal of a character, and was able to substantiate his
point, he won the right to assume the role of that character.
After the students had concluded the role playing and
compared their version of the episode's conclusion with the
actual outcome, they were again broken into teams. Their
task was to develop alternative conclusions to the episode,
consistent with the realities of the period, which they felt
would be more beneficial to the people involved. When this
was done, each student wrote a paper in which he attempted
to demonstrate the viability of his ' alternative conclusion.
These kinds of learning activities were successful be-
cause the role of the student was not restricted to taking
notes or listening to lectures. Students were pushed to be
aggressive, active learners. Students knew that the standard
at SASSI was to try hard. It seldom mattered if a student
gave a wrong answer. SASSI instructors, by design, constantly
urged the students to examine their thinking in achieving the
133
answer. The objective for SASSI students was to learn how
to solve problems, ask penetrating questions, retrace their
steps, and offer considerate verbal and written problem
solutions. Also, students knew that learning at SASSI was
not a win or lose situation, where the smart kids got the
goodies and the slow ones didn't. SASSI was designed for
everyone to win, but on an individual timetable.
The emphasis on student involvement and the consistent
reinforcement of learning skills, in addition to learning
outcomes, contributed significantly to the success of the
SASSI curriculum. The content of the courses also made an
important difference. As previously mentioned, SASSI did not
rely on standard curriculum materials. SASSI instructors
sought materials which were provocative and sophisticated.
In American history, for example, instead of reading a text
book's description of the achievements of Benjamin Banneker,
students read the Benneker- Jeffersori letters and descriptions
of their relationship written by experts on the subject.
Students studying mental illness in science made several
trips to the state mental hospital for first-hand observation.
The constant stimulation of student interest by provocative
materials and learning activities helped make learning an
exciting adventure for students, as opposed to the drudgery
it had once represented. And, once a student began to develop
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a sense of confidence in his ability to solve difficult
problems, he was on his way.
Another important dimension of the SASSI curriculum
was the arts program, which included courses in painting,
arts and crafts, drawing, design, sculpture, and total
theatre. The success of the painting and sculpture classes
was a genuine surprise to this writer. Students became deeply
involved in art and began to produce very sophisticated work.
Also, students found an emotional release in art they had
previously not explored. The results of this intense student
interest were facinating. As mentioned before, the art work
of students was on all of the school's walls and was frequently
displayed at local galleries, banks, and hospitals. Also,
students never wanted to leave the school at the end of the
day. Almost veryday students in the art and sculpture studios
had to be asked to leave so that other people could lock up
and go home. And, because there was always someone doing
some work on the weekends at SASSI, students came in on
Saturdays to work on their projects.
Occasionally, when a student was experiencing some
serious difficulty, he or she was allowed to spend several
entire days in the art studios. This practice was found to
be effective and theraputic in helping students cope with
difficulties
.
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The total theatre class was also very popular and
spawned the creation of the SASSI Total Theatre Dance Troup,
which put on several shows through the Northeastern United
States. The course description of total theatre explains
its concept and design:
Total Theatre is an attempt to combine Black Music
and Afro-American L'ance with some of the basic concepts of
Black Theatre. In dealing with Black Music, Afro-American
Dance, and Black Drama, primary interest is placed on putting
these elements into an historical perspective in order to
obtain a basic understanding of where these creative forces
are headed.
Since most of the students lack the essential dramatic
dance and musical skills, a method known as "pressure teach-
ing" is employed. "Pressure teaching" involves giving a
student more than he/she is normally expected to fully com-
prehend. This includes exercise, dance techniques, under-
standing of a dramatic movement, and music interpretation.
In learning "too" much, it is hoped that the students learn
enough of the essential skills needed to compete with the
best
.
The balance, in the SASSI curriculum, between the
academic and arts programs and the high level of student
activity required by both, facilitated the reorientation of
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students to an achievement mode. Whereas most students had
been passive in their high learning experiences, they became
active learners at SASS1 . No course allowed them to take
it easy. The SASSI curriculum was designed to force students
to reach out and grab the knowledge they wanted.
Not all of SASSI' s curriculum was effective, however.
Despite numerous attempts, SASSI was never able to design an
effective math program. Part of the reason was that math was
usually taught by a student teacher whose teaching skills
were still in the embryonic stage. SASSI was never able to
hire a competent mathematics instructor. The other reason,
however, was that SASSI students wanted no part of math. They
regarded anything beyond adding, subtracting, multiplying,
and dividing as useless information. Their previous ex-
periences with it had turned them off and they saw no point
in switching on again. Fortunately, most colleges now have
alternatives to the formerly uniform math requirement.
With the exception of mathematics, the SASSI curriculum
was consistently effective in helping students acquire know-
ledge and in helping them learn how to learn.
Student Evaluation
SASSI' s elimination of standard grading procedures was
a key factor in helping students to focus their skill develop-
ment efforts and to make realistic projections regarding
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college matriculation
. As opposed to grading student
course work and course achievement with the standard "A,"
"B," "C," "D," or "F" SASSI provided each student with a
written evaluation of his achievement in response to the
specific performance criteria for each course.
The Dolven study concluded:
SASSI ' s elimination of abstract grading criteria
and its emphasis on performance as a standard for
evaluation also seemed to have an effect on the
SASSI graduates' growth of self-certainty . Most
of the students indicated that their performance
was valued and highly respected in itself, that
is, their efforts, the implicit decisions involved,
were seen as proof of their self reliance. One
graduate said, 'It was an independent effort on
your part, and the teachers were for you. They
respected you for trying . '132
SASSI 's evaluative method focused on the achievement
for an individual and not the achievement of one individual
in comparison to another. The evaluation form had four
basic parts: l) a general course description; 2) a list of
the specific performance criteria for the course; 3) an item
by item evaluation of the students' mastery of that criteria
and 4) a comment from the teacher to the student. (See
page 138). Students completed the identical form for each
instructor whose class they took. (See page 139)*
As evidenced by their structure and content, the SASSI
evaluation forms provided both students and teachers with a
summary of their achievement and some guidancedefinitive
138
SASSI STUDENT EVALUATION
Information:
Student Edward Donowa
Instructor,
Course
Doug Ruhe
Crit i cal Writing
_P ate 10 November 1 Q7?
_Q uarter l
_Grade_
(if requested)
COURSE DESCRIPTION The writing course teaches students by
means . of constant practice to criticize, edit, rewrite
and finish their own compositions and the works of others.
Awareness of different styles and techniques, as well as
grammar,
_ is sharpened by having students read and write
compositions in a variety of modes: direct personal
reporting, story telling, impersonal analysis, fantasy,
propaganda advertising, etc.
OBJECTIVES
The objective of the class is, therefore, to develop
confidence and sophistication in the students minds
and writings.
1. Write position topics on various topics.
2. Write narrative and descriptions based on
personal experience
.
3. Produce impersonal analysis, advertisement,
propaganda, fantasies, etc.
4. Complete major project: research paper, short
story or article.
Student Progress: (in direct relation to above objectives):
1. Position papers have shown steady improvement in
form and content. Bad habits in grammar, spelling
and punctuation acquired over many years can be
rooted out by re-reading carefully and checking
for errors.
2. Analyses are developing sophistication and
clarity but are still tied down by one major
opinion. Save the opinion until the end and
concentrate on mustering a complex of strong
arguments to support it.
Comment: You could benefit greatly from the "outline-
compose-re-read-correct-edit-re-write" formula. Out-
lines are like building foundations before you throw
up the walls. It is easier to see structural weaknesses
when the bones are visible. Write on!
Student work attached yes.
Comments/Conclusions: (Over)
no
SASSI TEACHER EVALUATION
Information:
Student Lester Fabiszewski Date 11/8/72
Instructor Robert C. Henderson Quarter 1st
Course Black History
_Grade
(if requested)
COURSE DESCRIPTION
Black history has two primary points of focus. First,
it is concerned with ancient African civilizations,
including their political systems, forces of nation-
hood, communities, and family life. Second it is con-
cerned with the institution of slavery in American and
the post-Civel war period of Reconstruction. This
portion of the class focuses on the condition of the
slaves, including their response to slavery, and the
effects of slavery on an infant nation and its peoples.
OBJECTIVES
All students will be expected to verbalize and trans-
cribe their understanding of the following concepts and
historical occurrences.
1. The forces of nationhood in both ancient and
contemporary nations.
2. The st cial
,
political, and cultural significance
of the forces of nationhood.
3. The basic components of community life in ancient
Africa including the two-way system of government.
4. The "ink-blot" theory of civilized progress.
_
5. Offer a comprehensive analysis of the conditions
existing in Europe, Africa, and the New World
which allowed slave trade.
Teacher’s Effectiveness (in direct relation to above objectives)
The forces of nationhood were dramatically explained
and shown to the class. By using specific examples
of nations these forces were well explained and stated
forcefully. The implications of these, forces in the
cultural, political, and social aspects were demon-
strated satisfactorily. All the points that were to
be presented and taught were well done and seemed to
get across to everyone.
Comments/Conclusions: (Over)
regarding next steps. At the end of each learning period,
students could review a detailed summary of their efforts
and products and determine for themselves what they had to
do to become college bound. For teachers, the form provided
necessary feedback on the degree to which they had ef-
fectively presented the material and prepared the students
to master the performance criteria.
The SASSI evaluation method also had some other im-
portant benefits. Students understood the amount of time
and consideration which went into each evaluation becuase
they prepared some themselves. They regarded the effort of
the teachers to prepare them as a tangible evidence of the
teachers' concern about the students' development. Also,
because the students evaluated the teachers by the same
method as they themselves were evaluated, they felt an
element of personal and institutional accountability in the
process
.
Counselling and College Placement
Because the preparatory needs of each student differed,
each student progressed at his own rate . There was no min-
imum or maximum amount of time by which college matriculation
had to be achieved. Students remained at SASSI until their
academic skills, consistency, and personal stability justified
college application. However, being able to project a
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reasonable graduation point greatly aided a student's
enthusiasm by providing him with a target to shoot at.
Helping students to develop and maintain a prepar-
atory time table, and to overcome obstacles along the way,
was the purpose of the SASSI Total Counselling Program and
the Director of College Placement. Under the Total Counsel-
ling Program, each student identified a staff member to
serve as his counselor. All SASSI staff, including secre-
taries and administrators were eligible for selection.
Whenever the student or the counselor felt the need for
consultation, an appointment was made and a record of the
discussion was kept. All records were confidential with
the exception of those the student wished to share with the
Director of College Placement.
Consultations between a student and his counselor
tended to focus either on the student's developmental pro-
gress or on a student's problems. For example, one day a
relatively sophisticated and very bright young black student
made an urgent appointment with this writer. The student
confided that he was experiencing an involuntary leakage
from his penis and very painful urination. He further stated
that he did not know what the problem was but was afraid to
share it with his parents. This writer ascertained that it
was probably gonorrhea and made an immediate appointment for
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the student and his girlfriend at a free clinic. The student
had a problem but was afraid to confide in his relatives or
friends . He had chosen this writer as his counselor and
developed sufficient trust to share it with him. The Total
Counselling model encouraged this kind of candid exchange
because students chose people with whom they could relate
and in whom they had confidence. Had SASSI not had an ef-
fective way to identify and deal with student problems, many
students would have dropped out of the program because of
relatively minor problems they simply needed help in
clarifying and solving.
Most student/counselor consultations were in regards to
college matriculation. To facilitate a concrete examination of
a student's progress, all students and counselors had access
to the student's records, including his evaluation forms.
Also, either students or teachers could initiate a "spot
evaluation" or a General Progress Report. (See pages 144
and 145) . A spot evaluation provided both a student and his
counselor with an up to the minute report on the character
of the student's progress. The General Progress Report pro-
vided a student with both a summary of his previous achieve-
ments and a specific explanation of what he must do in order
to graduate, including target data projections of the student's
readiness for SAT's and graduation.
The College placement process . Toward the end of each semester,
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"the entire instructional staff reviewed and discussed the
readiness of each student for college placement. Students
who were judged ready for college were notified and the
college placement process began. As Director of College
Placement, this writer had developed relationships with a
variety of colleges and universities, through correspondence,
personal visits, and the mass distribution of SASSI brochures.
Also, because many of the students SASSI had placed in col-
leges and universities had done well, some institutions
admitted all SASSI students who applied, and were even will-
ing to attest to the quality of SASSI graduates to other
institutions considering their admission.
The transcript component of a student's application
form included his SAT scores, the student's best course
evaluation form for each course he had taken, and a set of
recommendations from SASSI instructors which detailed the
students competencies.
SASSI encouraged most students to apply to colleges
which had strong disadvantaged student education programs.
This was done for two reasons. First, these programs usually
included student support services such as tutoring, counsel-
ling, and personal and social support. Second, these programs
also had financial aid, a critical consideration for most
SASSI students. These services were considered insurance
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SPOT EVALUATION
Name of Student
Name of Teacher
Class
Date_
The purpose of "this torm is "to enable "the College Placement
Director, or another member of the academic staff, to quickl r
ascertain the academic standing of a student. This form is
purposely general and requires no written commentary on the
student
.
Please check the most appropriate comment.
1. The student is consistent.
sporadic
.
up and coming.
down and out.
2. The quality of the student’s work is consistently high.
varies
.
mediocre
.
poor
.
3. The student is proceeding at a pace which will soon
ready him for college
.
is progressing well, but will need
further preparation.
needs individual attention.
is retrogressing.
4 . The student’s attitude is serious.
wavering.
lax
.
super low.
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SASSI GENERAL PROGRESS REPORT
INFORMATION:
Student Quarter
Date Number of Teachers
PURPOSE: This progress report is designed to provide each
student at least once each quarter with a progress report
from the academic teachers in consultation. The report
offers a general picture of where she/he stands in relation
to graduation and the steps necessary to reach that goal.
STATUS UPON ENTERING: (TEST SCORES)
Reading Comprehension Mathematics
PRESENT PERFORMANCE: (Attendance, reading, composition,
quizzes, consistency of work, etc .
)
NECESSARY PERFORMANCE FOR GRADUATION: (possible target
date) (SAT)
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policies providing
-the best possible situation for the
success of SASSI graduates. Although SASSI students ap-
plied to at least two colleges, they usually were accepted
to the school which was their first choice. On only two
occasions was a SASSI student not admitted to a college he
applied to.
The Product
In its three years of operation SASSI placed over 70
students in colleges and universities across the nation.
Colleges which have admitted SASSI students include the
University of Kansas, Ohio State, Hampshire College, Rutgers
University, Westfield State, Lowell Technical State College,
Oberlin, Franconia, the University of Massachusetts, Spring-
field Technical Community College, and Holyoke Community
College. As a result of SASSI’ s closing only limited follow-
up data exists to indicate how well the majority of these
students have fared. However, this writer is personally aware
of several SASSI graduates who are now graduate school degree
candidates
.
When SASSI closed, every student was placed either in
a college program or in an adult basic education program. Foi
the students and staff members who had invested over three
years of their time in its development and operation, SASSI ’s
closing was a tragedy. However, SASSI 's effectiveness did
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have a positive impact on the Springfield Public School
System and the students who continue to drop out of it.
SASSI had successfully negotiated to be incorporated into the
public school system during the 1974-1975 academic year.
Although its closing in 1973 precluded that incorporation,
the school system did incorporate Project JESI (Jobs, Edu-
cation, and Self Improvement)
,
a dropout program sponsored
by the University of Massachusetts.
In this chapter the SASSI Prep model has been described
and some of its most important features delineated. It was
attempted to present in some detail the individual and col-
lective importance of program features such as the physical
environment, staff, curriculum, and student evaluation de-
sign in contributing to SASSI' s effectiveness in educating
high school dropouts. In the next chapter, we will draw some
conclusions about the effectiveness of street academies in
general, the effectiveness of SASSI in particular, and offer
some recommendations.
CHAPTER VI
Conclusions and Recommendations
This study has provided two views of street academies
.
The first was a comprehensive view of their characteristics,
operations, problems, and products based on a review and
analysis of pertinent literature. The second and primary
view, was an in-depth analysis of the major components of
the SASSI Prep model for the education of high school dropouts.
These analyses were presented in an attempt to identify
the primary contributing factors to the achievements of street
academies in general and SASSI Prep in particular, so that the
gains achieved by these institutions could be consolidated and
applied to other efforts to educate high school dropouts. The
following is a series of the conclusions of this writer re-
garding some of the strengths and weaknesses of street acad-
emies, and of the SASSI Prep model
»
Street academies had a significant positive impact on the
educational and affective development of high school dropouts.
All of the literature, as well as the personal observations
and experience of this writer, indicates that street acad-
emies consistently achieved this objective, although in
varying degrees, to reach and teach high school dropouts and
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-to place them in colleges, jobs, and job training programs.
This objective was achieved despite the poor circumstances
under which most street academies operated.
Although there were several elements of the success of
street academies, the primary ingredient was the personnel
they employed. The teachers and administrators of street
academies were committed and concerned educators who believed
in their students and were willing to struggle with them to
help them achieve. Their sustained concern and effort, com-
bined with their general refusal to let the students quit,
provided the foundation on which dropouts began to grow
academically and personally. Also, the relative smallness
of street academies provided them with the freedom to be
flexible in their response to students' needs in terms of
teaching styles, curriculum content, individual attention,
friendship development, and general assistance to students.
Ironically, the strength and commitment of street
academy staff also contributed to some problems. The emotional
drain of working with students who had a variety of edu-
cational and personal needs tended to wear many staff members
out. The students of street academies seemed, in many cases
to have a number of physical, psychological, and social
needs in addition to their need for education. Often street
academy staff members found themselves in the role of
150
personal counsellors, life crisis problem solvers, or lawyers.
Few people can wear
-that many hats for a long period of time.
As a result, many street academy staff members only lasted
one or two years before leaving the academy. It should be
noted that other factors also contributed to the high staff
turnover rates of many street academies. The budget crisis
almost all street academies experienced, coupled with the
uncertainty of where, or if, funds could be obtained were dif-
ficult for many people to tolerate repeatedly. Consequently,
some street academies lost staff to jobs with regular pay
days
.
The commitment of street academy staff also led to con-
flict in some cases. As in the case of SASSI Prep, many
academies experienced severe internal conflict as a result of
differences among staff members on how the students should be
educated. Because no pedagogical practices of demonstrated
effectiveness for the education of high school dropouts were
known, and because street academy staff were not specifically
trained for their roles, they tended to do whatever they
thought was best to accommodate the educational needs of
their students. In cases where no collective decisions about
methods of approach were made and where staff members held
significant differences, conflicts were inevitable.
This points out the major flaw in the street academy
/
)
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model, the inability of most street academies to cope with
the organizational responsibilities of being an alternative.
While street academies were responding to the needs of their
students, they often totally neglected their own organizational
and staff development needs. Therefore, as staff members
steadily expended their energies, they often had no strong
"to'siining and/or support Dase to go to for recharging. Street
academy teachers, unlike public school teachers, could not
work in isolation of other teachers and be effective. Where
street academies were most effective, the efforts of the
entire staff were harmonized. The development of that harmony
on the instructional, administrative, and organizational
levels required specific training and maintenance most street
academies did not have. Consequently, some street academies
collapsed under the weight of some of the same problems they
set out to solve. This didn't stop them from functioning
altogether, however, it did seriously retard their progress.
Harlem Prep, the notable exception, has a highly evolved
organizational structure and staff development program. This
has provided that institution with cohesion, during several
severe crises. The point is that the quality and commitment
of staff members is important; however, if the organization
of the institution for which they work is weak, their strength
and potential may be nullified because of the organization's
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inability to unite and support them.
The irony of this weakness in street academies is that
their smallness would have greatly reduced the difficulty of
developing their organizations. SASSI Prep evolved from a
weak organization to a strong one primarily because its staff
members learned to talk with each other. This increase in
i
communications facilitated the development of systems, pro-
cedures and policies which helped the organization gain co-
hesion and strength.
One is tempted to suggest that the impact of some
street academies was similar to that of a supernova, which
traverses the sky with extraordinary brilliance only to
consume itself because of its intense heat. However, street
academies have left the legacy of thousands of high school
dropouts whose lives were fundamentally changed as a result
of the training they received, and the demonstration to
dozens of school systems that effective alternatives for
reaching and teaching dropouts do exist. Street academies
have taught educators that caring is an integral part of
educating.
Final Thoughts on SASSI Prep
SASSI Prep was, in many ways, an extraordinary edu-
cational institution. Perhaps the major lessons its model
provides concern its environment, curriculum, instructional
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approaches, and academic student support systems.
The participation oi students in the design and con-
struction of SASSI’ s physical plants was a major reason SASSI
students developed a sense of pride end ownership in SASSI.
This writer has said much about the importance of staff com-
mitment to the students and school. The other side of that
coin, however, is student commitment to the school, its goals,
and its educational process. Unless the students believe that
the school can help them and unless they commit themselves to
its design, no progress can be made. The involvement of SASSI
students in the construction of a physical environment, which
expressed some of their ideas and handiwork, did much to lay
the foundation of student commitment to the school and its
program
.
The affective environment, which was characterized by
the openness and accessibility of the staff, reinforced the
SASSI motto: "Everybody is a star." SASSI teachers demon-
strated by their actions that they liked and respected the
students. Students reciprocated with cooperation and confidence
that they would get the assistance they needed. As Director
of the Academic Program, this writer maintained an office in
the same area where classes were taught. The door to the
office was never installed so that students would feel that
the Director was available to them at any time.
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So much of the struggle in educating dropouts is
psychological, that major consideration had to be given to
the development of an "espirit de corps" among students and
staff. SASSI was successful in developing and maintaining
a spirit of mutual assistance among students and between
students and staff members . There were several reasons for
this. A large percentage of the activity in a student's da>
at SASSI was spent collaborating with someone else in some
kind of learning activity. The, "I'm for me," spirit so typical
of public school students was actively discouraged at SASSI.
Throughout SASSI 's life it experienced budget crises during
which the SASSI staff did not get paid for weeks and even
months at a time. However, the majority of the staff re-
mained and weathered each storm as it came. Students were
well aware of the sacrifices the staff made and why they made
them. They were impressed that staff members were not bailing
out of what frequently looked like a sinking ship. The bot-
tom line, however, in maintaining "espirit de corps" was sub-
stantiating the "hope factor" with products. Each graduating
class at SASSI was larger than the last. Students who gradu-
ated had "made it" and students that did not graduate saw that
it could be done by people just like them.
Because SASSI was able to maintain a consistently sup-
portive and win oriented environment, it was able to facilitate
the students' belief in their own ability to win. Instilling
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m students the expectation of success was 75^ of the battle.
The SASSI curriculum was effective because it inte-
grated basic skill development with the study of sophisticated
subject matter and emphasized the development of learning
skills in addition to the mastery of subject matter. The cur-
riculum emphasized the development of learning skills which
would help the student deal with college studies in the future,
as well as master SASSI' s course requirements. In traditional
settings students either learned what was required or flunked
a course. At SASSI, students were taught how to use the
skills they had, complement these with additional skills,
and use them to solve problems. SASSI recognized that dif-
ferent students would require different amounts of time to
master learning skills and subject matter. For this reason,
the SASSI curriculum included a large variety of activities in
which students collaborated to master skills, and by so doing
expedited the process. The basic thrust of the SASSI cur-
riculum, therefore, was identifying and reinforcing the
students' strengths and using them as the basis for developing
other strengths.
This process was not easy to negotiate and required
constant effort by teachers to develop new approaches, learn-
ing activities, and teaching methods. For this reason SASSI
instructors had to be both extraordinary people and energetic,
innovative teachers. An "average" teacher would not have
survived at SASSI, students would have objected to taking
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his classes and would not have worked for him.
As students worked it was critical that they receive
counselling support and some meaningful evaluation of their
efforts. SASSI' s Total Counselling model was effective be-
cause it provided the students with freedom of choice in
identifying a counsellor, absolute discretion in their con-
sultation with that person, and a special friend on the staf 1
they could go to when problems arose. It provided each
student with a confidant he could rely on. This model was
of great value in helping students overcome a myriad of
obstacles. If only one person had served as a "guidance
counsellor" he would have either become very superficial or
crazy.
The SASSI evaluation model characterized the entire
SASSI approach. It provided each student with the specific
information he needed to be successful. The course evaluation
form, developed by SASSI instructors', gave students detailed
feedback on how and what they did, what they did not do, and
what they should do next. If the evaluation had provided
less information, it would have retarded the students' abilities
to progress. The accountability of the SASSI evaluation process
was reciprocal . The teachers evaluated the students and the
students evaluated the teachers. This was another way of
saying, "I care what you think and I respect your opinion.
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It was also a kind of contract which students and teachers
made to help one another improve. This notion, of mutual
assistance and respect between students and teachers, was
the essence of what SASSI was and the basis of all it
achieved
.
SASSI was effective because it was able to combine the
components this dissertation describes. During its three
and one-half years of operation, its instructional practices
and models were not only effective in the education of high
school dropouts, but also facilitated their ability to
achieve success in college. However, there remains much that
has yet to be done. Street academies like SASSI have
pioneered the first step of educating urban high school drop-
outs. Now that many of them no longer exist, it is necessary
for others to continue the efforts they have made. The fol-
lowing are some recommendations for those who would further
the efforts of street academies:
1 . Programs for dropouts should be small in scope as
much of their success will depend upon their ability
to offer a comprehensive set of services to their
clients
.
2. These programs should include provisions for
physical, psychological, legal, and family support
services
.
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3* Detailed preplanning must precede program initiation
with particular attention given to: l) determining
the program's mission, objectives, and constraints;
2 ) the kind of physical plant necessary to house
the program; and 3 ) the stability of its financial
base
.
4. Program staff should be selected on the basis of
their maturity, understanding of the cultural back-
ground of the students they will serve, academic
competence, willingness to be flexible and desire
to learn. Serious consideration should also be
given to the number of staff required by the scope
of the program and the actual responsibilities
these staff will have to assume.
5. Support services for staff members should be de-
veloped. This could include access to consultative
assistance, regular inservice training sessions, and
yearly overall program evaluations.
6 . Curricula should include an emphasis on the develop-
ment of learning skills in addition to subject mat-
ter, and should encourage the participation of
students in its design, instruction, and evaluation.
The program should also include a variety of
educational recreation activities.
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7. Some kind of mutual accountability system should
exist between teachers and students to encourage
regular feedback on students on the quality of
the program, its teachers, and its curriculum.
8. Research should be done to develop a pre-service
teacher education program on the education of
urban dropouts. This research should include an
analysis of the organizational, environmental,
instructional, and curricular differences neces-
sitated by the needs of the target population.
Conclusion
One of the most interesting by products of the education
of dropouts is the "ripple" effect it has on their family,
friends, and community. Dropouts, for the most part, belong
to communitie of the disenfranchised, who have fewer options
in directing their lives the most "mainstream" Americans.
V/hen a significant option is provided for one, its benefits
have the potential to positively effect many. The legacy of
street academies is the options they provided for thousands
of dropouts. Street academies set a standard of courage and
sacrifice which should serve as an example and inspire others
to continue the efforts they have made.
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Appendix A
PERSONNEL POLICY
1 • STAFF RELATIONS
1. Staff meetings shall be held at regular intervals.
2. Suggestions and criticisms by the staff shall be
transmitted to the Board of Directors by the Head-
master, Assistant Headmaster, or the Staff Repre-
sentative to the Board of Directors.
3* SASSI encourages discussion between the staff or its
representative and the Personnel Committee involving
practices and policies. Requests for such meetings
should be made through the Headmaster, the Assistant
Headmaster, or the Staff Representative to the Board
of Directors
.
II . EMPLOYEE RESPONSIBILITIES
1. The principle responsibilities and duties of each
employee's position shall be provided in writing to
each employee at the time he or she is hired.
2. Each employee shall be provided with a copy of the
Personnel Policy, as well as an organizational chart
of SASSI outlining his place in SASSI and designating
his immediate supervisor.
3. At the time of his or her employment, each employee
shall sign the following statement:
"I hereby acknowledge that I have received a.
copy of the Personnel Policy, a job description,
and an organizational chart of SASSI. I further
acknowledge that I understand and agree to abide
by the rules and regulations of SASSI as set forth
in the Personnel Policy. I understand that I am
being hired as for the period (month/ day/year)
to (month/day/year) at a_ salary of dollars per
(month/year/week) . In signing this I further
acknowledge that my salary and position as stated
above are contingent on SASSI being funded for
that period."
l6i
4. Major changes in the employee's responsibilities andduties shall be made only after a decision by the
Headmaster and the Personnel Committee, a conference
or conferences between the employee and the Head-
master relative to such changes and notification
thereof to the employee in writing, as well as the
Personnel Committee. The employee shall sign a
statement of agreement with any such changes.
HI. HIRING PROCEDURE
1. The Headmaster is hereby authorized to hire all
personnel for SASSI once the position has been
established and authorized by the Board of Directors
on recommendation of the Personnel Committee.
2. The Headmaster shall take into consideration the ap-
plicant's academic background, experience, personality,
motives for applying for the job, and his overall
qualifications for the position. No person shall be
hired without first advertising the job opening in
appropriate local media.
3. No person shall be hired or denied a job because of
sex, race, national origin, or religion. An effort
should be made to hire a staff which represents a
broad cross section of society.
IV. PROBATIONARY PERIOD
1 . A probationary period of two months for all employees
shall be established to permit the employee to demon-
strate his capacity of performance and to determine
_
whether or not SASSI and the employees wish to continue
on a more permanent basis. The probationary period
may be extended for a period not exceeding one month.
2. When the probationary period is completed successfully,
the employee shall be notified in writing, with a
copy of the notification sent to the Personnel Com-
mittee. The same policy shall apply if the probationary
period is not successfully completed. In the latter
case, the Personnel Committee shall review the case
and take appropriate action.
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V
. SALARIES
VI.
1 . Salaries will be determined on the basis of theSpe
S
1
;
i
r
slo 't i 3^^ shall reflect the qualifications
needed to perform the specific job.
2.
Salaries for each job slot shall be approved by theBoard of Directors on recommendation from the Person-
nel Committee and the Headmaster.
3* Salaries of all personnel shall be reviewed annuallyby the Personnel Committee prior to submission offunding proposals with final approval by the Board
of Directors. Salary increases may be granted based
on performance of the individual and availability of
funds for the following year.
DISMISSALS
1. An employee may be dismissed at any time for reasons
of gross misconduct or for continued failure to
properly perform his or her duties. Use of drugs
(including marijuana) and/or alcoholic beverages on
the premises of the school shall be considered an
example of gross misconduct.
2. In case of dismissal, the employee shall be given two
weeks written notice of such action by the Headmaster
stati. g definite reasons for such action.
3. Or, an employee, at the discretion of the Headmaster
may be dismissed immediately without notice, pro-
vided he is given two weeks severence pay and definite
reasons in writing on that day for such a dismissal.
4. An employee dismissed shall be entitled to a full and
fair hearing with the Personnel Committee, if he so
desires, within one week of notification of his or
her dismissal, with final right of appeal to the Board
of Directors.
5. The Personnel Committee shall notified in writing of
all dismissals within 48 hours of notification to
employee of dismissal.
6. Employees may also be dismissed at any time if funds
are lacking for their salaries. If and when the
Board of Directors and the Personnel Committee agree
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that due to financial circumstances a position can
no longer be maintained, the employee will receive
written notice two weeks in advance of his termin-
ation. Employee positions can be terminated due
to lack of funds only by a vote of the Board of
Directors. In cases like this, SASSI will make all
efforts to find the employee a comparable position
in another organization, but cannot guarantee that
a job will be found.
7* No person may be dismissed because of sex, race,
national origin, or religion.
VII
.
ATTENDANCES AT CONFERENCES
SASSI workers may attend professional conferences, in-
stitutes, and seminars as approved by the Headmaster
and their expenses shall be paid in whole or in part by
SASSI within the limitation of the budget.
VIII. RESIGNATIONS
1 . A SASSI worker who intends to terminate his employ-
ment may resign by giving a minimum of 3 ° days
notice
.
2. The worker's service shall be available to SASSI
during the notice period in order that he may com-
plete his/her work and SASSI secure a replacement.
The notice period may be shortened by mutual agree-
ment .
IX. GRIEVANCES
The following steps shall constitute the procedure with
regard to grievances in the process of which the worker
shall be given a prompt, full, and fair hearing at each
stage. Whenever requested by the worker, a written de-
cision and the reasons therefore shall be furnished.
1 . Referral to Supervisor and if no decision is made
within 48 hours during the normal work week or the
decision is against the employee.
2. From Supervisor to Headmaster and if no decision is
against the employee;
3 . From Headmaster to Personnel Committee and if no
decision is made within one week during the normal
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X.
XI.
XII.
XIII.
XIV.
work week or the decision is against the employee;
4. From the Personnel Committee to the Board of Dir-
ectors at its next regular meeting or at a special
meeting if called by the President of the Board.
INSURANCE PROTECTIO N
There is group medical insurance available paid for by
the employee at his/her option. This is subject to the
subscription minimum of the insurance company.
HOLIDAYS
The following holidays shall be granted with pay or if
required with compensatory time off:
NEW YEAR'S DAY
WASHINGTON'S BIRTHDAY
MEMORIAL DAY
INDEPENDENCE DAY
COLUMBUS DAY
THANKSGIVING DAY
CHRISTMAS EVE
CHRISTMAS DAY
SICK LEAVE
1 . All workers shall be granted up to 10 working days
per year sick leave with pay, cumulative to a
maximum of 3° days. These are sick days and not
cumulative as vacation days.
2. Longer absences due to illness shall be referred to
the Personnel Committee for consideration.
OTHER LEAVES
Reasonable leave, maximum of seven days per year with
salary be granted at the discretion of the Headmaster for
personal emergencies such as serious illness or death
in the immediate family of the worker.
Those employees who have armed forces reserve obligations
shall not be charged vacation time for the period when
they must attend their two-week summer training. In ad-
dition, SASSI will pay the employee during that period
the difference between his salary at SASSI and the pay
he receives for the summer training from the Armed Forces.
COMPENSATORY TIME
1. Those employees who work on a regular school holiday
when they normally would be free shall be granted
an
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equal amount of compensatory time off by their im-
mediate supervisor and/or department head.
2. Compensatory time off may be granted for employees
at the. discretion of the employee's immediate
supervisor and/or department head.
XV. VACATIONS
Vacation period at SASSI Prep runs from June 30 to
September 1 . Employees with 9 months or more service as
of June 3° will be entitled to paid vacations according
to the following schedule.
Academic Teachers 4 weeks
Communications Department Classroom
Teachers 4 weeks
All full time Administrative Staff 4 weeks
Supportive Staff 3 weeks
Professional Sabbatical 4 weeks
Action Education Volunteers 2 weeks
20 working days
20 working days
20 working days
15 working days
20 working days
(as per arrange-
ment with U.Mass)
Since SASSI is funded on a fiscal year running from July 1
to June 30, vacations with pay are contingent on our being
funded for the following fiscal year; the fiscal year in
which the vacation would be taken. For example, an em-
ployee working at SASSI from September 1, 1972 to June 30 *
1973 will be entitled to vacation time during the period
July 1, 1973 to September 1, 1973 (according to above
schedule) ; however, this vacation with pay would only be
given if our program is funded from July 1, 1973 to
June 30, 1974 since the vacation period falls in the fol-
lowing fiscal year.
Board
of
Director*
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Appendix B
SASSI HIP BOOK
The SASSI Hip Book was valuable "to "the program. Ib
contained a thorough description of SASSI, its services, its
limitations, and its rules in an easy to grasp question and
answer format. It also contained a complete description of
all SASSI' s programs and course offerings including a des-
cription of the content and objectives for each course. Most
importantly, however, the SASSI Hip Book conveyed a portrait
of SASSI as a "take care of business" school where achieve-
ment was the expectation, work was the vehicle, and the as-
sistance of a student centered program was the game plan.
Because the book was used for both recruitment and
orientation and was usually a student's first in-depth ex-
posure to the program, it was important that it convey the
message that SASSI was a school designed for dropouts and
equipped to get them from the street to college . These ex-
erpts from the "Personal Consultation" and "Purpose" sections
illustrate this point:
If I'm bugged by a problem at the Prep, hassled by
a conflict at home, or up against the wall with the
law, how do I get help?
There is no special person designated, 'Counselor' at
the Prep. You must pick a staff member you like and
trust as your counselor. Explain the bind you're in
and the staff member will mobilize all the help he/she
can for you. 127
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What if I have a full time job or a house full of kids?
We are flexible and will try to work out a study plan
that fits around your responsibilities . 128
The student commitment and work SASSI required were
indicated by passages such as the following:
I don't want a full schedule. I've been out of
school x awhile and want to ease back in. SASSI is
the wrong place to ease. Your schedule has to be
full so that you can move ahead rapidly into col-
lege or job placement
.
1
The format and flavor of the SASSI Hip Book made it an
effective device for student recruitment and orientation.
Prospective students who read it immediately saw the dif-
ference between it and an average high school student hand-
book and could sense the difference between SASSI and an
average high school
.
INTRODUCTION (JUMP STREET):
This Hipbook was put together so that you will be able
to know some basic info about SASSI at a glance. It is not
the final word. If there are questions not answered or
raised, ask a staff member.
PURPOSE:
What can SASSI Prep do for me as a student?
SASSI can give you the skills and self-confidence you
need for survival, in a college or university. SASSI can give
you the skills you need to get a pre-professional job in the
field of Communications: TV, Journalism, Photography,
Graphics/Layout, and IBM Selectric Composer.
Will SASSI also get me into college with a scholarship or on-
the-iob in the area I choose?
,
.
Yes, SASSI has already sent 50 students to college, most
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of them with full scholarships. It has also found jobs fortrainees m the Communications program. That's iust abeginning.
Does SASSI cost me anything?
Only some commitment and sweat and tuition if yourparents can afford it.
How long do I have to stay as a student before "graduating"
to a college or a job?
There are no grades or time limits. If you come well
prepared and progress rapidly, it may take you only three
months. Some students need to stay at SASSI for two or more
years until they are mature and skilled enough for graduation.
Age is not a factor.
What do I need to be admitted to SASSI Prep?
A ninth grade reading score, 16 or more years of life,
not addicted to drugs and out of school-kicked out, dropped
out, or couldn't get into college, even with a high school
diploma.
What if I have a full-time job or a house full of kids?
We are flexible and will try to work out a study pro-
gram that fits around your responsibilities.
What if I think I'm not smart enough to make it in college?
You are. Think back for a minute over all the teachers
you had when you were growing up. If all of them made it,
you can too
.
Suppose I can’t read at a ninth grade level but want to go to
college anyhow?
No big hassle. You should go to the OWL Adult Education
Center and bring your skills to the ninth grade level . Then
we will welcome you into the Prep immediately.
Does SASSI give a G.E.D. high school equivalency diploma or
a regular high school diploma?
Neither. If you only want a high school diploma,
SASSI is not the place for you. We do not award diplomas
because we are not certified by the State of Massachusetts
to do so. However, the streets are full of people with high
school diplomas and G.E.D. equivalency diplomas who cannot
work or get into college.
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DECISIONS/POWER:
Who makes decisions at the Prep?
William "Smitty" Smith is the Headmaster and makes all
final decisions. He answers to the SASSI Board of Directors
which has empowered him to run the program.
Isn' t SASSI a democratic school where the majority makes
decisions?
No. It is not a democracy. Students can make policy
about student affairs and staff can make decisions about
academic and course issues. Suggestions and consultation
are encouraged. Final power, however, rests with the Head-
master .
How can I make my suggestions known to the Board of Directors?
There are two students and a staff member on the board.
They can make your- ideas and suggestions known to the board
and can vote
.
Doesn't that make SASSI just another establishment school
like the one I dropped out of?
Did you ever see student members on the Springfield
School Committee?
Oh, then SASSI can give a scholarship to a college?
No. SASSI has no money for student stipends or scholar-
ships. We recommend you to the scholarship programs at the
university or college where you are admitted. Then the col-
lege decides how much financial help you need and how much
they will give
.
ACADEMIC PROGRAM:
I'm already together for college why do I need all those
Mickey Mouse core courses in English, Study Skills, Writing,
Math, Science, etc.?
Your mouth is more together than your head, because you
don't know anything about these classes. They aren't Mickey
Mouse. The purpose of the core classes is to help your
academic skills catch up to your rap.
I don't want a full schedule. I've been out of school for
awhile, and I just want to ease back in.
SASSI is the wrong place to ease. Your schedule has
to be full so that you can move ahead rapidly into college
or job placement.
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Why should there be CORE courses?
...
Because everybody going to college needs skills in
reading (English study skills) and self-
confidence
.
You keep talking about skills, but what I need to make it in
college is knowledge.
Wrong. You need to know how to find information and
it, then turn it into knowledge for your own pur-
poses. If we taught you the facts, we know it would be a
re-run of the high school movie: you’d forget them im-
mediately after the test. You have to gain knowledge for
yourself
.
What if I have a teacher who lays down the "correct" inter-
pretation or analysis, the final word?
If it’s a question of history, literature, culture,
the arts or morals, it’s just an educated opinion. If it’s
in an area of hard facts, it’s not an analysis or inter-
pretation .
How is my work at SASSI evaluated?
You are not evaluated on the basis of your rap, no
matter how slick it is. We look at the work you produce in
class. You can have any beliefs or convictions you want, as
long as you do the work. There are no grades. Each quarter,
you will receive an evaluation from your teachers and they
will receive your evaluation of them.
Who decides when I'm ready to graduate?
Your teachers meet and make recommendations each
semester
.
PERSONAL CONSULTATION:
If I’m bugged by a problem at the Prep, hassled by a conflict
at home, or up-against-the-wall with the law, how do I get
help?
There is no special person designated "counselor" at
the Prep. You must pick a staff member you like and trust.
Explain the bind you're in and the staff member will mobilize
all the help she/he can for you.
PHILOSOPHY:
What is the meaning of "Everybody is a Star"? I know a lot
of folks who aren't. . . . , .
We believe that every SASSI student "is a mine rich m
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gems and that each individual can develop many beautifulqualities that will benefit him/herself and everybody else.
•u /
Anybody who has been told or has come to believe thathe/she is stupid and does not possess these shining aualitiesand powers f has been brainwashed and duped.
.
Everybody is a Star, one big circle moving round and
round.
--Sly,
What is a Public Service Corporation?
SASSI is a Public Service Corporation, meaning that
the whole organization is designed to serve the Springfield
community on a number of levels. Our goal is to combine col—lege preparatory study with direct service to the community
through SALT Newspaper, TV, public art and every other pos-
sible means. Thus, we are using knowledge directly instead
of simply playing more academic games while at the same time,
moving in the direction of self-support for part of the pro-
gram. It’s hard to be really SASSI when we're completely
dependent on support from other people: businesses, govern-
ment, foundations, and individuals.
What about the mix of races and cultures? It doesn't work in
the public schools so it can't work here.
Racial and cultural differences are beautiful . If
everybody at SASSI looked and acted the same way, it would
be as boring as suburbia. Another one of our slogans is
"Unity With Diversity is Learning." It is possible to have
unity with diversity. Look at the SASSI staff.
Why don't teachers force you to learn and do homework, etc.
at the Prep?
Because force doesn't work and because if it did, it
would make us sick and undermine the whole program anyhow.
COLLEGE COUNSELLING:
How do I find out about colleges offering admission and
scholarships to SASSI students?
Every SASSI Prep student is scheduled for a session
with. our College Placement Director, at least once each
semester to discuss possibilities.
Suppose I don't want to go to UMass. or one of the other
schools most SASSI students graduate into?
Talk to a number of staff members early about, your
preferences and interests so that they can advise you abou^
a wide range of possibilities before the January admissions
deadlines. If you work, we will work to have you admitted
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to the college of your choice.
If I don't get a diploma or G.E.D. from SASSI, then what is
graduation?
Graduation from SASSI occurs when you are accepted at
* a college or university, or, are placed on a job through the
Communications Training Program. If your pride demands a
G.E.D.
,
we will help you get it.
What if I can't get any action?
Go directly to Smitty.
RULES:
What if I lose my temper and cuss somebody or start a fight?
You’re not dealing with the problem .. .but complicating
it. There is no reason for anybody to fight at SASSI Prep.
Can I eat/drink and smoke in class?
Sure, as long as you "eat" food, "drink" non-alcoholic
beverages, and "smoke" tobacco.
Can I leave my ashes, wrappers, bottles and trash anywhere
they fall?
Ever hear of a pig? Beast of the field?
What about dope and alcohol?
Dope is illegal and if you possess it at the Prep, you
are endangering the whole program. Move back three squares
and take a vacation before beginning again.
What if a student comes to school high on dope or alcohol or
gets wrecked during the day?
He is polluting himself and the environment at the Prep.
For many students at the Prep who are trying to deal with
drug problems, .it is either annoying or tempting to have
other high students around. If you're nodding, tripping or
stoned, find another place to crash where you won't have to
think. There is nothing more pitiful than a dopey student
trying to participate in an intelligent discussion.
What if a dude comes up and molests me?
If vou're female, get loud, then see Doug or Smitty
he doesn't get the message . If you are a male, the dude's
got a problem.
if
Can I openly disagree with a teacher?
It wouldn't be SASSI if you couldn't.
1?4
What if I'm late to a class?
+ho +^
f
v/°
U '£e m° re tha? five minutes late, y°u must ask
^®,+eacher lf you can Slt in - Soine let you, someWO ii T •
What if "other business" keeps me away from the Prep for a
couple of weeks or maybe three days out of every week?
If your "business" is legitimate, explain it and you
won t have to wait until the next period to start again.
Students who are steadily absent from the Prep need a
vacation
.
Can I bring some friends to see the Prep?
Only if you check in advance so we know what's hap-
pening .
Can I use a SASSI phone anytime I want to make a call?
No. Clear all student calls with the receptionist.
You can only use the phone briefly during the noon hour or
before and after school. No lovers' quarrels.
If I have free time, can I hang around and rap with friends?
You don't have free time at the Prep. Your schedule
should be full and your friends' too.
Suppose I wake up late or my car breaks down?
Call the receptionist and she will note your reasons.
Suppose I don't like a class or a teacher? Can I just get
up and walk out?
Suppose a teacher doesn't like you and what you're
into? Should he/she just get up and walk out? No. We are
all in this together. SASSI needs students who are willing
to hang-in even when everything isn't peachy and SASSI students
need teachers who hang-in with them when they're not peachy.
PEACHY?
SASSI COMMUNICATIONS TRAINING PROGRAM
What is the SASSI Communications Training Program?
The SASSI Communications Training Program is funded by
the State Department of Occupational Education. The goal of
this training program is to (l) prepare and place students on
actual job sites related to training received, (2) to prepare
and place students in programs and institutions for broader
and more in-depth training than received in the . SASSI Com-
munications Training Program. The SASSI Communications
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Training Program offers
MT/SC Production, Video
training in Photo-Journalism, IBM
Production, and Layout/Graphics.
What are the requirements for enrolling in the SASSI Com-
munications Training Program?
Applicants scoring at level 10 on the SASSI entrance
test, are eligible to enroll in the communications training:program
.
If I enroll in the Communications Training Program, will I
have to take all the classes listed?
Yes. All students in the Communications Training
Program will follow the scheduled course outline. Communicc tions
students may take some of the elective courses offered in tl 3
SASSI Academic Program.
Is there money for me if I enroll in the Communications
Training Program?
No. However, there are frequent job openings at in-
stitutions and businesses that will be available for students
in communications training.
Can I be in the Academic Program and Communications Training
Program at the same time?
No. That would divide and weaken your efforts.
Is it possible to take communications training and then go
to college?
Yes, if you have your academic skills together, it is
possible to get a job and go to college upon completion of
your training program.
SALT: Springfield Area Life & Times
What is the connection between SALT and SASSI?
SALT was started by SASSI to provide a professional
work situation for training students in communication skills.
SALT was also created to serve the Springfield com-,
munity by providing information and news coverage not available
in the daily papers, TV, and radio. SALT, . therefore
,
specializes in coverage of minority communities, news analysis,
and cultural events and media.
Finally, SALT was created to provide profit for sup-
porting the SASSI program. This is our long-range objective.
Can I have my opinions or articles published in SALT?
Yes, if they are accepted by the editors. iou may have
to do some rewriting.
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Appendix C
An_outline of the SASSI Curriculum
. The following outline
of the SASSI curriculum provides a complete description of
the general aims and specific performance criteria of most
of the courses in SASSI 1 s academic components
COMPONENT: Academic
MAIN OBJECTIVE: College Matriculation
Curriculum Code:
C - core course to be taken by all students in academic
component
OC - optional core course based on results of student
pre -entry test
E - elective courses of students choice
WRITING (C):
The writing course teaches students by means of con-
stant practice to criticize, edit, rewrite and finish their
own compositions and the works of others. Awareness of dif-
ferent styles and techniques, as well as grammar, is sharpened
by having students read and write compositions in a variety
of modes: direct personal reporting, storytelling impersonal
analysis, fantasy, propaganda, advertising, etc. The ob-
jective of the class is, therefore, to develop confidence and
sophistication in the students' minds and writings.
Objectives:
1 . Write "position papers on various topics.
2. Write narratives and descriptions based on personal
experience
.
3 . Produce impersonal analysis, advertisements,
propaganda, fantasies, etc.
4 . Complete major project: research paper, shorn story
or article.
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ENGLISH STUDY SKILLS (C):
English Study Skills is a course designed to teach
analytical reading, speed reading, testmanship, note-taking,
and college "board vocabulary. The focus of the course is on
teaching students to read and analyze college-level material
from a variety of sources and on diverse topics. Learning
to penetrate abstract concepts and begin to use them, is the
crux of analytical reading.
Objectives
:
1. Written and verbal analysis of essays, articles
and books.
2. Mastery of basic speed reading skills.
3- Selection of significant facts and concepts for
note- taking and reading notation, as well as a
code for recording them.
4. Recall and flexible use of new vocabulary words.
SELF AND GROUP STRENGTH TRAINING (C):
This course is designed to teach students how to relate
to themselves and other people on the basis of their positive
potential and good qualities to replace the emphasis on
negative qualities and shortcomings taught by American
culture. Alternative strategies for dealing with racism;
sexism, in-groups, beauty prejudice, cultural and personal
differences will be examined. Students will also read related
literature and write essays on these subjects.
Objectives s
1. Written and verbal description of cultural and
personal forces shaping self-concept and social
relations
.
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2.
Analysis of the causes and cures of different
types of prejudice.
3* Personal written narratives describing how and
why people choose to change their characters for
better or worse
.
BLACK HISTORY (C):
Black History explores the origin and evolution of
black people. The course is conducted in three stages. The
first deals with ancient African civilizations; the second,
with the slave trades and slavery in America; and third, with
the origins of black protest and the black conditions in
contemporary America. All three stages relate historical
occurrences to contemporary circumstance.
Objectives
;
All students will be expected to verbalize and trans-
cribe their understanding of the following concepts and
historical occurrences;
1. The significance of the African slave trades to
Africans
.
2. The Morth's role in the development of a slave
economy in America.
3. The sociological disposition of black people during
slavery.
4. The impact of slavery on the economic and social
growth of America.
5 . The abolitionist argument.
6. The economic, political, and social implications
of the Emancipation Proclamation.
7 . Reconstruction and the Freedman's Bureau.
8 . Students will also write a term paper on the topic
of their choice.
PAINTING I (E);
The Painting course will make students familiar with
four different painting media, their uses, and differences.
Students will be given basic instruction in techniques,
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materials and tools in oils, acrylics, water colors and
pastels
.
Objectives:
1* Oil painting exercises and finished painting.
2.
Acrylic painting exercise and finished painting.
3* Water color painting exercises and finished painting.
4. Pastel drawing exercises and finished drawing.
INDEPENDENT STUDY IN PAINTING (E)
:
Will offer the opportunity for advanced study to the
student with a previous background in painting. Individual
research projects will be set up. Background study in art
appreciation will be offered. A focus on the three basic
properties of any work of art v/ill be stressed: dimension,
design, and expression through color.
Objectives:
1. To plan and executive a painting.
2. To justify the style and reasons for choice of style
as a means of self-identity.
3. To apply and use material producing desired results.
4 . To develop one project in painting as an outgrowth
of a former project.
ARTS AND CRAFTS (E)
:
This program will be organized to help students develop
skills in a variety of handcraft activities: tin can crafting,
hand v/eaving, nature crafts, paper dyeing, etc.
Objectives:
1. To produce "do-it-yourself" art objects which can
be used for decorative purposes.
2. To develop dexterity in the use of tools and
materials
.
Advanced study in chosen area of interest.3 -
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DRAWING DESIGN & BLOCK PRINT (E)
:
The purpose of this course is to teach the skills of
translating what is seen into art. The program will include:
seven basic designs and how to use them; contour drawing;
perspective and tone study of light and dark.
Objectives
:
1. To use
. constructive ways of 'seeing' things through
your five senses using contour, action modelled,
still life and perspective drawing.
2. To develop a portfolio of five study units plus an
individual project: portrait sketch or other.
3 • To understand and recognize the 7 basic designs
from nature and how to use them.
4.
To develop a linoleum or woodblock print.
SCULPTURE (E):
Will include an introduction to the methods used in
stone carving and wood carving. Students will learn a working
knowledge of forms, and how they relate to rhythm, proportion
and design.
Objectives:
1. Model with plasticine or clay.
2. Build an armature.
3* Create a form in plaster.
4. Learn direct carving in stone.
5. The use and care of carving tools and equipment.
6. Introduction to woodcarving.
7 . Seven types of woodcarving.
8. Exercise carving in the round.
9. Carving in relief.
MAN AND HIS ENVIRONMENT (E):
The purpose of this course is to expose students to
experiences (in and out of class), that will facilitate
teaching major principles and theories of modern science
.
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Topics will include: human physiology, sex education,
scientific methods, simple chemistry and biology experi-
ments, evolution, diseases, nutrition, and drug education.
Objectives
:
1. Demonstrating laboratory skills.
2. Written
. and verbal explanation of basic concepts.
3* Completion of term paper.
MATHEMATICS I & II (OC)
:
Students will be divided according to levels of pro-
ficiency and courses I & II will be organized for individualized
and group learning. Math courses range from practical mathe-
matics to calculus.
WOMEN’S STUDIES (E):
This is a course which presents the history, psychology
and physical makeup of women and analysis of the 20th century
struggle for equality.
Objectives
:
1. Verbal and written interpretation of articles.
2. Relating of personal experiences to struggle or
equality.
3. Participation in class discussion.
MORALS (E):
This course will explore the morality of social,
political, economic, religious, and personal events. The
various sources of authority for making such moral judgments
and distinctions will be studies together with the questions
of "absolute" and "relative" morality.
182
DRUG EDUCATION (E)
:
This course will focus on the causes of drug usage,
personal and social. Drug laws and attitudes toward drug
usage by users and non-users will be examined in order to
help students separate reality from unreality, truth from
jive
.
BLACK LITERATURE (E)
s
Students will read a variety of books by black authors
for analysis and comparison. Individual interpretations of
the books are required from all students in writing and
orally in class discussions. They are expected to develop
positive and negative critiques of the books and the ideas
expressed by the authors as well as relating what they read
to their personal experiences.
TOTAL THEATRE (E)
:
Total Theatre is an attempt to combine black Music and
Afro-American Dance with some of the basic concepts of Black
Theatre. In dealing with Black Music, Afro-American Dance,
and Black Drama, primary interest is placed on putting these
elements into an historical perspective in order to obtain a
basic understanding of where these creative forces are headed
Since most of the students lack the essential dramatic
dance and musical skills, a method known as "pressure
teaching" is employed. "Pressure teaching" involves
giving
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a student more than he/she is normally expected to fully
comprehend. This includes exercise, dance techniques,
understanding of a dramatic moment, and music interpretation.
In learning "too" much, it is hoped that the students learn
enough of the essential skills needed to compete with the
best
.
COMPONENT: Communications Skills Training
OBJECTIVE: Job Placement and/or Study at Post-Secondary
Technical Schools or Institutes
Curriculum Code:
MC - major core of communication skills training
C - core course to be taken by all students in skills
training component
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Appendix D
SASSI PREP/'SASSI COMMUNICATIONS TRAINING PROGRAM
Springfield, Massachusetts
SCHOOL CALENDAR
1972-73
1972
September 5 Tuesday All teaching vacations end.
Teacher report for final planning.
September 11 Monday SASSI Prep/SASSI Communications Training
classes begin.
October 9 Monday School closed - Columbus Day.
October 23 Monday School closed - Veterans' Day.
November 22 Wednesday Early dismissal for Thanksgiving vacatior
Time of dismissal to be announced.
November 27 Monday School reopens.
December 22 Friday School closes for Christmas vacation.
12Z3
January 2 Tuesday School reopens.
February 21 Wednesday School closes for Midwinter vacation.
Regular classes will be held this day.
February 26 Monday School reopens.
April 13 Friday School closes for Spring vacation.
Regular classes will be held this day.
April 23 Monday School reopens.
May 28 Monday School closed - Memorial Day.
June 15 Friday School closes/SASSI Prep graduation.
SASSI Communications Job Placement Lay.
Scheduled Student Days
September 11, 1972 - December 22, 1972 71
January 2, 1973 ~ June 1 5 » 1973
182 Days
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